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Class inequalities generally persist in South Africa and these inequalities are mirrored 
in the education system. Several scholars have recorded how schooling reproduces 
social class differences, and how schools and classroom processes amplify class 
differences between students ultimately disadvantaging the working class. A major 
concern is the persistent attainment gap between students from working class 
backgrounds and students from middle-class backgrounds. This study applied 
Bourdieu’s theory of cultural capital with its sub-cultures or other sub-forms of cultural 
capital, mainly habitus and field, to map the influence of teachers’ class backgrounds 
on classroom practices and ultimately the reproduction of class and attainment 
disparities between township schools and former Model-C schools in Gauteng 
province, South Africa. This was achieved through qualitative data collection by means 
of focus group interviews wherein teachers from the same school were interviewed. 
The findings of the study indicate that class backgrounds of teachers and class 
modalities of the school they work at have a strong influence on pedagogic practices 
deployed. The study contributes to the knowledge field both locally and internationally 
by introducing teachers’ class background in the reproduction theory and attainment 
gap and the study proposes socially sensitive classroom pedagogies.  
Keywords: class backgrounds, Bourdieu, class inequalities, habitus, social capital, 
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OVERVIEW OF THE STUDY 
 
1.1 Introduction and Background of the Study 
Various authors have stated that the education system reproduces existing societal 
structures of inequality (Apple, 2013; Bourdieu, 1974; Freire, 1972). According to 
these writers, teachers play an important role in reproducing inequality and their social 
class background influences their pedagogic approaches. Stephen Ball (2003) argues 
that the reception and implementation of the curriculum may be impacted upon by the 
cultural background and class status of teachers. This study examined the validity of 
these statements by comparatively examining the pedagogic practices of teachers in 
two different socio-economic school settings. The analysis considered whether the 
class background of teachers is a significant factor in reproducing inequalities in and 
through schooling. The study was inspired by the lack of local research on how 
teachers’ class status possibly impacts on classroom pedagogy and learner 
attainment.  
Theorists like Bourdieu (1986), Freire (1972) and Apple (2004) have extensively 
written about the reproduction of the dominant group’s culture through their schooling. 
Bourdieu has particularly focused on the transcendence of classism in education. For 
the aforementioned theorists, structure, method, and processes through which the 
content is organised and transmitted in schools, usually reflect the dominant group’s 
culture. This suggests that teaching practices are not free of the influence of class. 
With the consideration that teachers are members of the society and classrooms are 
microcosms of the greater society, it is important to study the relations between 
teachers’ class backgrounds and teaching practices. So to map how, teachers inter 
alia schools, are products and reproducers of societal class systems, which operate 
within an implicit framework of assimilation (Barnhardt, 1981). This study employed 
Bourdieu’s theory of habitus as the theoretical framework since it pays attention to the 
active role of teachers in social reproduction in schools. 
Bourdieu’s conceptualisation of habitus is helpful for understanding the relationship 
between the individual and their social surrounding. Habitus is the mediating device 
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between structure and agency; in simple terms it is the forms individuals perceive the 
world around them and the individual’s background normally informs it. For Bourdieu, 
analysing social spaces meant locating the object of investigation in its specific 
historical and relational settings while interrogating the previous forms of knowledge 
production by investigating who generated the knowledge and whose interests the 
process served. Therefore, the habitus can be used to understand the background of 
the educators as what constitutes their present being in an attempt to map the 
influence it may have on the curriculum. 
1.2 Problem Statement 
International literature has attempted to explain the difference in school practices 
between schools in communities of different classes. They have done this by focusing 
on the influence of the communities’ class status on schools, the influence of the 
beliefs of teachers on pedagogic disposition, the influence of parents’ education and 
occupation on the children’s education, and the class status of teachers from a labour 
perspective (Metz, 1998; Robertson, 2007; Rondinone, 1991; Shim, 2014). The 
argument is that the school’s immediate community’s socio-economic inclination has 
an influence on the outcomes of schools, therefore class disparities manifested by 
one’s location of residence can have an impact through shaping the practices of the 
school and its microcosms (classrooms).  
Some of the local literature that focused on the reproductive nature of schools, 
particularly the reproduction of the dominant group’s culture and class, posited that 
schools reproduce social inequalities through the language of learning and teaching, 
curriculum policy, school infrastructures, and teacher education (Cappy, 2016; 
Chisholm, 2004). Much of the local scholars’ attention has been on the legacy of 
apartheid policies that developed and continue to maintain racial domination. Hoadley 
and Ensor (2009) state that the difference in attainments between learners from 
working and middle-class backgrounds can be linked to the socialisation of learners 
by teachers and how teachers construct knowledge and learning. Furthermore, the 
poor involvement of parents in township schools and the academic life of the teacher 
were part of the findings of Hoadley and Ensor (2009). Despite identifying structural 
3 
 
and curricular similarities, Metz (1998) claims that there are differences in pedagogic 
practices between schools from communities of different class backgrounds.  
Against this background, it is clear that most scholars acknowledge the differences in 
practices and attainments at schools identified with different class backgrounds. This 
can be concluded to include both local and international scholars, since there are 
similarities in findings on factors that contribute to the differences in school and 
classroom practices. Therefore, studies have clearly documented the differences in 
school and classroom practices between schools from different class backgrounds 
(Hoadley & Ensor, 2009; Metz, 1998; Robertson, 2007; Rondinone, 1991; Shim, 
2014). Different scholars have attributed these differences to various factors, yet they 
have not sufficiently studied the role of the teachers’ class background on the 
reproductive nature of schools.  
As teachers are the ones to deliver the curriculum to learners, they are in constant 
contact with them. Furthermore, teachers and parents implement educational policies, 
develop structures of engagement at schools, and contribute to the culture of schools. 
That said, it appears problematic not to study the teachers’ role in the perpetual 
reproduction of differences in classroom practices between schools serving different 
class backgrounds. Additionally, it makes overlooking the class dispositions that 
inform the teachers’ view of their immediate surrounding even more problematic. 
Therefore, the overview of literature, the researcher’s experiences of the persistence 
of differences in practices at school and classroom level, and the researcher’s 
assumption that the class backgrounds of teachers may influence their interpretation 
of the curriculum. The researcher’s sense of interaction with colleagues, learners, and 
parents and their classroom pedagogic practices necessitated studying the influence 
of teachers’ class background on classroom pedagogic practices.  
1.3 Research Questions 
Against the background of the study the following research question needed to be 
answered:  





The following sub-questions helped to resolve the main research problem: 
 How does class background enhance teachers’ classroom pedagogic 
practices? 
 How does class background impede teachers’ classroom pedagogic practices? 
 In which ways do teachers’ class background contribute to differences in 
academic attainments? 
 What strategies can be implemented to ensure good classroom practices? 
 How do teachers’ pedagogic practices contribute to the reproduction of class 
disparities? 
 
1.4 Aim and Objectives 
The study was undertaken to achieve the aim and objectives below: 
1.4.1 Aim 
The study aimed to examine how teachers’ class backgrounds affect their classroom 
pedagogic practices.  
1.4.2 Objectives  
The objectives of the study were:  
 To assess how the class backgrounds of teachers may enhance classroom 
pedagogic practices.  
 To analyse the effects of teachers’ class backgrounds on classroom pedagogic 
practices.  
 To explore the relationship between teachers’ class backgrounds and learner 
attainment.  
 To fill the gap in literature on the influence of teachers’ class backgrounds on 
classroom pedagogic practices. 
 
1.5 Research Methodology and Design 
This study used a qualitative research approach which entails a systematic empirical 
inquiry into meaning (Shank, 2002) with a naturalistic interpretive approach (Denzin & 
Lincoln, 2000). Unlike quantitative approaches, qualitative research can capture 
nuanced and expressive information such as beliefs, values, attitudes, and motivations 
that underlie behaviours. For that reason, qualitative researchers investigate relations 
between the individual agency and the natural settings, with the aim to make sense of 
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the natural meanings that emanate out of these settings. Additionally, qualitative 
methodologies analyse information conveyed through language and behaviour in 
natural settings; this made qualitative methods suitable for this study since the study 
focused on the influences of teachers’ backgrounds on pedagogical practices.  
1.5.1 Sampling  
Sampling refers to a process where a researcher selects a portion of a population as 
the sample group on which the research will be conducted (Berg, 2009; Daniel, 2012; 
Leedy & Ormrod, 2013). The study used purposeful sampling which is the selection of 
participants in line with the scope of the study (Maree, 2010) and the following groups 
of people and schools were sampled to serve as participants for this study. The study 
selected two schools in Gauteng province, and the selection criteria of schools was 
informed by the location of the school namely, one township school and one former 
Model C school. The sample of teachers from both schools was seven teachers. The 
researcher identified one teacher per school and asked the teacher to select and ask 
three other teachers from their school who they saw as fit for the purposes of partaking 
in the study. Hence, snowball sampling was further used in the study (Flick, 2014). In 
summary, the study comprised of seven teachers with four teachers from the same 
township school and the other three teachers from the same former Model C school. 
1.5.2 Data collection methods 
This study collected data using telephonic conference call focus group interviews. The 
primary data collection instrument (telephonic focus group interviews) was selected 
based on its flexibility on different contextual factors, increased opportunities of data 
collection, and the allowing of one to capture complex psychosocial events that cannot 
be recorded quantitatively. A focus group is a group of interacting individuals with 
some common interest or characteristics, convened by a researcher with the objective 
to gain information about a specific or focused issue (Krueger, 1988). They were 
essentially used in this study to provide insights into the participants’ beliefs, attitudes, 
experiences, and feelings on the phenomena studied. Focus groups can also provide 
the dynamics of interactions within a group context. There were two focus group 
interviews, and each comprised of teachers from the same school. 
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 1.5.3 Data analysis 
The process of analysing data in qualitative research includes identifying themes and 
describing what you have discovered during your interviews instead of describing 
statistical procedures (Creswell, 2009; Kumar, 2011; Mouton, 2012). Data analysis 
focused on answering research questions by studying the collected data against 
existing literature, and using thematic analysis to analyse the audio recordings of the 
focus group interviews. According to Clarke and Braun (2017), thematic analysis is a 
data analysis method designed to identify, analyse, and interpret themes in qualitative 
data. It is an advantageous method since it can be applied in various theoretical 
frameworks and research paradigms; additionally, its objective is not to only 
summarise data but to identify and interpret key, yet not all, elements of the data 
according to research questions as it places emphasis on producing quality in-depth 
analysis (Clarke & Braun, 2017).  
1.5.4 Ethical considerations 
The field of social sciences works with human beings; this makes it imperative to 
consider ethical aspects (Boyd & Crawford, 2012). “Principles of research ethics ask 
that researchers avoid harming participants involved in the process by respecting and 
taking into account their needs and interests” (Flick, 2014:37). Permission to conduct 
the study was sought from the University of Johannesburg’s Faculty of Education 
Research Ethics Committee and the Gauteng Department of Education (GDE). 
Participants were assured of confidentiality, anonymity, voluntary participation, and 
voluntary withdrawal without any explanation at any stage of the research process. 
Confidentiality and anonymity were not guaranteed for focus group meetings because 
the participants knew each other. I asked for permission to audio record focus group 
interviews and they were used during data collection; additionally, notes were taken. I 
was available to answer any questions that related to the study if they arose.  
1.6 Significance of the Study  
Generally, studying differences between schools serving different class groups is of 
paramount importance to all stakeholders involved in education i.e., teachers, student 
teachers, parents, and respective lecturers at education departments at universities. 
More specifically, the scope of this study could be of significant value to teachers, 
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providing them with the knowledge and skills that can help them to become aware of 
their social positioning in relation to learners, and how their social position can 
influence teaching and learning practices in a classroom context. This study can 
demonstrate forms that perpetuate societal inequalities in the classroom, therefore 
providing the means to develop teaching and learning practices that are cognisant of 
broader societal inequalities. The study’s goal was to help all stakeholders in 
education, particularly teachers, to improve pedagogic practices that trickle down to 
the academic competence of learners from working class backgrounds and close the 
differences in school and classroom practices between schools serving different class 
backgrounds. Since most of studies have focused on the link between parents’ class 
backgrounds and attainments of their children, or on the class orientation of the school, 
this study will add to both international and local literature by adding a dimension, 
which is the influence of teachers’ class backgrounds on classroom pedagogic 
practices.   
1.7 Chapter Outline  
Chapter One introduced the study and gave the background along with the problem 
statement, research aim and objectives, research questions, research methodology 
and design, and anticipated significance of the study. 
Chapter Two introduces the theoretical framework of the study. It largely focuses on 
the notions of Bourdieu’s social reproduction theory, with a particular focus on the 
concepts of cultural capital, habitus, and field which were put to the test in the empirical 
Chapter Four. It also provides a literature review, synthesising the findings of various 
studies which have previously sought to test the notions of Bourdieu’s social 
reproduction theory, and the methods these studies employed. Further it looks at the 
studies that have operationalised teachers in the social reproduction theory, largely 
resting on the local study by Hoadley and Ensor (2009) which examined the role of 
teachers’ class in the reproduction of inequalities using Bernstein’s (1975) code 
theory.   
Chapter Three describes the research methodology and design, sampling, data 




Chapter Four presents and discusses the findings of the study. The main themes that 
emerged are discussed and further operationalised by using Bourdieu’s concepts and 
methods. 
Chapter Five focuses on a summary of the study and findings, limitations of the study, 
avenues for future research, and conclusion. 
1.8 Summary  
This chapter has provided a synopsis of the study by highlighting some of the previous 
research on the differences in school practices between schools in communities of 
different class and the role of teachers’ class backgrounds in the difference in 
classroom practices. The chapter briefly stated how this study would contribute to the 
broader literature on the modalities of the reproduction of the dominant group’s culture 
in education, both in South Africa and internationally. The chapter also reflected on 
the challenges that the researcher encountered during data collection and how the 
assumptions of the researcher served as the instigating factor for this research project. 
As illustrated above, there is a lack of local educational research on how teachers’ 
class backgrounds influence classroom practices. Therefore, empirical research on 
the influence of teachers’ class backgrounds on classroom pedagogic practices is 
worth conducting. In the following chapter, a theoretical framework will be introduced, 









THEORETICAL FRAMEWORK AND LITERATURE REVIEW 
INFORMING THE INFLUENCE OF TEACHERS’ SOCIAL CLASS 
BACKGROUND ON PEDAGOGIC PRACTICE IN GAUTENG 
SCHOOLS 
 
2.1 Introduction  
In the previous chapter, an overview of the research topic and structure was provided. 
Chapter Two provides the theoretical framework and the literature review through 
which the study views the social class backgrounds of teachers using Bourdieu’s 
theory of cultural capital and the sub-theories of habitus and field. This chapter aims 
to provide literature on the different discursive views of Bourdieu’s theory, further 
giving literature related to teachers’ class background and how teachers’ class 
background has been operationalised in scientific studies using Bourdieu’s concepts 
of cultural capital, habitus, and field. The theories guided the study on how to approach 
the topic under study. The focus of this chapter is to explore the width of Bourdieu’s 
theory of social reproduction in relation to the role of teachers’ class backgrounds and 
how they influence classroom pedagogic practices. To achieve this, the chapter will 
outline Bourdieu’s theories, mainly cultural capital, habitus, and field, to help explain 
the influences of class background in teaching and learning practices at schools. 
Having discussed how the chapter will be organised, the forthcoming discussion turns 
to the introduction of theorist Pierre Bourdieu.  
2.2 Theoretical Framework 
This section discusses the theoretical framework of the study, since academic 
research is theory driven it is therefore important to base academic research on a 
theoretical framework (Abd-El Khalick & Akerson, 2007). The theoretical framework is 
the base on which all knowledge for a study is constructed (Grant & Osanloo, 2014). 
For Ravitch and Carl (2016), the theoretical framework assists researchers to 
contextualise formal theories into their studies as a guide or what Grant and Osanloo 
(2014) term a “blueprint” of the study. Furthermore, a theoretical framework assembles 
interrelated concepts that support a theory of a research study (Swanson & Chermack, 
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2013). According to Miller (2007), the theoretical framework provides the assumptions 
that guide the researcher. Adom, Hussein and Agyem (2018) further state that the 
theoretical framework guides the researcher’s choice of research design and analytical 
tools; it gives the research direction in the scope of the literature (Imenda, 2014); and 
the theoretical framework makes the research more generalisable (Akintoye, 2015).  
Lastly, the theoretical framework introduces and describes the theory that explains 
why the research problem under study exists (Abend, 2008; Swanson & Chermack, 
2013). This study aimed to examine how teachers’ class background affects 
classroom pedagogic practices using Pierre Bourdieu’s theory of cultural reproduction 
as the theoretical framework. 
The theoretical underpinnings of the concept ‘class’ and the framework of how to 
measure class, have been widely subjected to great interest and debates contested 
by scholars from different disciplines. Traditionally, the work of Karl Marx (1844) and 
Max Weber (1968) have been central in understanding the theoretical underpinnings 
of the concept ‘class’. Generally, the term ‘class’ refers to social ranking of people; 
however, the challenge with this description is that it often obscures a more in-depth 
understanding. In this study, the work of Pierre Bourdieu guided the understanding of 
class. Bourdieu adopts a firm sociological notion of class, in contrast with some 
theorists who restrict their view of class to economics (Goldthorpe & Jeckson, 2007; 
Kingston, 2001). Bourdieu does not reject that most aspects and experiences of class 
are contingent on economic processes, rather he views class as human constructs 
with a structured mode of perceiving and appreciating the lived world thus leading to 
specific behaviours that serve to reproduce the structural frames that first informed 
habitus (Bourdieu, 1977). To put it differently, sharing common experiences and 
worldviews constitute class; Bourdieu’s notion is dissimilar to the typical Marxist and 
Weberian sense of shared levels of access to the economy (Throop & Murphy, 2002). 
Bourdieu’s work provided a good theoretical framework for a study that examined the 
role of teachers’ class background on the intergenerational transfer of inequalities. It 
therefore becomes necessary to outline Bourdieu’s theory. Bourdieu’s work provides 
a strong advocacy against the uneven distribution of wealth, power, and the 
intergenerational transfer of class disparities by societal institutions such as schools 
and family. For Bourdieu, it is problematic to have education play a significant role in 
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the infiltration and the reproduction of the dominant group’s class and culture. Hence, 
Bourdieu asserts that schools embody the dominant class culture and thus reproduce 
and maintain social inequalities (Bourdieu & Passeron, 1977), namely the attainment 
gap (Asimaki & Koustourakis, 2014; Shim, 2014). Bourdieu developed the theory of 
social practice using the sub-theories of cultural capital, habitus, field, and doxa, with 
the intent to show that economic obstacles alone insufficiently explain disparities in 
educational attainments and the reproduction of inequalities in the society. Hence, 
Bourdieu and Passeron (1979) argue that, apart from economic factors, the cultural 
habits and dispositions inherited from the family are fundamentally important for school 
success. Ordinarily, people do not see cultural dispositions as advantaging or 
disadvantaging them in education; people tend to see the economic differences. 
Bourdieu uses habitus to explain how the subconscious forms of cultural dispositions 
operate at schools. Habitus is the subconscious way people perceive and categorise 
things in the world without realising it (Bourdieu, 1977). For the reason that early 
socialisation structures individuals’ actions, people do not see their habitus, rather the 
effects of habitus. Bourdieu further developed the theory of field to posit that 
individuals operate within social settings, with the structure of a social setting termed 
the field (Bourdieu, 1977). Bourdieu and Wacquant (1992) argue that fields demarcate 
knowledge production to maintain the existing doxa. Doxa is the core values of a field 
believed to be natural, normal, and necessary, and members of the field work towards 
the preservation of the doxa.  
It is fair to also mention other theorists that studied the attainment gap between 
children of different class backgrounds (e.g. Althusser, 1970; Apple, 1982; Durkheim, 
1982; Marx & Engels, 1987; Weber, 1968). These scholars explain that the attainment 
gap is as a result of different societal norms and values, an individual’s biological 
capacity, and from using human capital theories that connect societal advancement, 
including educational advancement connected with the amount of capital one 
possesses. The theories of the aforementioned scholars do not sufficiently provide 
theoretical grounds for the scope of this study as compared to Bourdieu’s theory. 
Bourdieu’s theory of reproductions identifies three sub-theories of knowledge that 
constitute the systematic transfer of attainment inequalities in education, which he 
named cultural capital, habitus, and field (Bourdieu, 1977). 
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2.2.1 Cultural capital  
Cultural capital is among Bourdieu’s most distinctive and core contributions to the field 
of social reproduction theory. Bourdieu developed the theoretical construct in the 
1960s, to provide an alternative view to the then discursive views around the 
attainment gap (Lareau & Weininger, 2003; Öztürk, 2015). Cultural capital is 
possession of the general cultural background, knowledge dispositions, language 
competence, and skills that one inherits and passes to the next generation (Bourdieu, 
1984). In addition, Bourne (2015:24) claims that cultural capital are assets, mainly 
intangible, possessed and deployed by the middle and upper classes to preserve, 
protect, and maintain their social position. Therefore, the origin of cultural capital gives 
it a status of prestige or a status of insignificance. The function of cultural capital is to 
mask the forms in which the affluent class dominates the economic structures and 
determine the legitimate hierarchy of class. The hereditary transfer of cultural capital 
is disguised, one cannot easily identify it as, “it manages to combine the prestige of 
innate property with the merits of acquisition, in the process, undermining meritocracy” 
(Bourdieu, 1997:48). Inherited cultural capital and acquired cultural capital are two 
other concepts that explain the transfer of cultural capital, as indicated by Bourdieu 
(1986). 
2.2.1.1 Inherited cultural capital and acquired cultural capital 
Inherited cultural capital is the inheritance of cultural capital from one’s social origin 
(Sullivan, 2001). It is embedded in one’s thinking and actions, is supposed to be 
inseparable from the holder, and is preset by the social origins, norms, and rules of 
individuals’ class backgrounds (Winkle-Wagner, 2010). Inherited capital presents itself 
as eternal truth, reality, and belief, and influences individuals’ views of education. The 
individuals’ intent to reflect on the perimeters of their inherited cultural capital gives 
them the ability to intercept or expand it. The inherited cultural capital gave the study 
a framework on how to interpret and translate the background of teachers to a 
particular class category. 
For Sullivan (2001:909), acquired cultural capital is “inherited cultural capital modified 
by one’s aspirations, habitus and or social capital”. The individual can respond by 
acquisition of more knowledge that is valued in certain settings and this formulates 
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acquired cultural capital (Bourdieu, 1986). The acquired cultural capital guided the 
study to analyse the habitus of the individuals and how the school environment 
accommodates the cultural capital and habitus of the participants and informs their 
teaching practices. 
2.2.1.2 Embodied, objectified and institutionalised forms of cultural capital 
Bourdieu (1986) further adds that cultural capital exists in three distinct forms, namely 
the embodied, objectified, and institutionalised. In the embodied form, cultural capital 
is a competence or skill that cannot be separated from the bearer (that is the person 
that holds it); in the objectified state, it is in the form of cultural goods (paintings, books, 
monuments, instruments, machines, and media (Bourdieu, 1986). Tangible goods can 
possess a stature of upper class; they therefore can be considered as objectified 
cultural capital. In the institutionalised state, a form of objectification is educational 
qualifications. Educational institutions regulate cultural proficiency in the form of 
academic credentials, which have a universal value that is recognised in the labour 
market (Winkle-Wagner, 2010). “With the academic qualification, a certificate of 
cultural competence which confers on its holder a conventional, constant, legally 
guaranteed value with respect to culture, social alchemy produces a form of cultural 
capital which has relative autonomy vis-à-vis its bearer and even vis-à-vis the cultural 
capital he effectively possesses at a given moment in time” (Bourdieu, 1986:22).  
The study took all three forms of cultural capital into consideration. For the study, they 
created room to consider the following: firstly, the type of class associated with certain 
embodied dispositions, class, or elitism related with academic institutions; secondly, 
the class associated with qualifications obtained at respective institutions; and lastly, 
the social class conferred by the location of the school, the community the school 
serves and the community of schools the respective school forms part of, which shape 
the teachers’ teaching practices. Bourdieu operationalises cultural capital by 
introducing habitus as the mobilisation tool of individuals from their inherited cultural 
capital into another class division (Sullivan, 2001). 
2.2.2 Habitus 
Bourdieu (1984:82) defines habitus as “a system of durable, identical dispositions, 
progressively inscribed in people’s minds”. Bourdieu further describes habitus as a set 
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of acquired patterns of thought, behaviour and taste, presented as a common set of 
subjective, internalised, class-based perceptions that shape one’s thoughts, 
expectations, attitudes, aspirations, and actions (Bourdieu, 1977). Habitus is a system 
of embodied worldviews that generate practices that conform to the structural 
principles of the social world; it operates as a mediating device between people, social 
practices, and social structures (Öztürk, 2015; Sullivan, 2001).  
The formation of habitus begins in childhood socialisation by socialising agents such 
as family and the immediate community (Dumais, 2006; Shim, 2014; Swartz, 1997). 
Therefore, it is safe to say the habitus is a product of the greater community even 
though the nuances of habitus formation are not the same. Thus, members of the 
same social class do not have the same habitus, yet there is still considerable 
homogeneity. Throop and Murphy (2002) support this by stating that the likelihood for 
members of the same social class to encounter the same pattern of events is higher 
compared to members of other social class groups. Hence, Swartz (2008) mentions 
that individuals are rarely more than a deviation from the collective reference.  
Habitus operates subconsciously; the class backgrounds of people develop a set of 
internalised beliefs about how they understand themselves relative to wider society 
(Bourdieu, 1977). Therefore, individuals cannot detect the boundaries of their habitus; 
their purview of the world and actions appear natural and normal. As an illustration, 
Bourdieu and Wacquant (1992:127) state that “when habitus encounters a social world 
of which it is the product, it is like a ‘fish in water’, it does not feel the weight of the 
water, and it takes the world about itself for granted”. In other words, habitus is a 
dynamic intersection between the individual (action) and the society of structure 
(objectivity); with this in mind, habitus was helpful for examining teachers’ agency 
informed by class backgrounds in relation to their classroom pedagogic practices. 
Against that background, the study employed the concept of habitus as it offers 
grounds for a social sciences approach to societal structural inquiry, in other words, 
habitus allowed inquiry into school and classroom practices, while at the same time 




According to Bourdieu and Wacquant (1992), field is a system of social structures with 
the power to define the role of social agents and social practices that act on them; 
through the distribution of power, some agents have the power to define and shape 
the social structures. Bourdieu uses the theory of field as a spatial metaphor to define 
the structure of the social settings where habitus operates (Thomson, 1963). Bourdieu 
posits that the social setting where engagements occur, help us understand the forms 
of interaction in a society and consequently, stresses the necessity to examine social 
spaces where interactions occur since social settings are products and manufacturers 
of the appropriate habitus for the field (Feldman, 2016). For instance, teachers’ 
pedagogy should be viewed as both a product of their habitus and a product of the 
relation between the field and habitus (Feldman, 2016).  
Fields are developed and maintained by common interests on relevant forms of 
capital, in turn, the socialisation within fields predispose members to view the capital 
as valuable and legitimate (Jenkins, 1992). Therefore, fields do not have a common 
meaning to what renders legitimacy, necessity, and relevancy. Swartz (1997:117) 
neatly summarises fields as “arenas of production, circulation, and appropriation of 
goods, knowledge, status and the competitive positions held by actors in their struggle 
to accumulate and monopolise these different kinds of capital”. 
The theory of field provided the study with a framework to examine the social spaces 
where the teaching practices occurred. According to Bourdieu (1977), an analysis of 
social space means not only locating the object of investigation in its specific historical 
and relational context, but also interrogating the ways in which previous knowledge 
was generated, by whom, and whose interests were served by those knowledge 
generation practices. Field in terms of the study was the classroom and the school; 
they are viewed as areas of knowledge production and engagement where teachers’ 
class backgrounds encounter the class backgrounds of learners, colleagues, and to 
the extreme, parents (representing the immediate community and nearby 
communities). For an empirical study like this, fields are physical social settings where 
the class backgrounds (habitus) of teachers may influence classroom pedagogic 
practices; likewise, fields also have the ability to predetermine pedagogic practices. In 
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brief, the relationship between teachers’ class backgrounds and classroom pedagogic 
practices was observed in these fields. Therefore, the combination of habitus, cultural 
capital, and field allowed the study to interrogate teachers’ class backgrounds with the 
understanding that they are representations of the past in the present, with the ability 
to influence educational practices.   
 
 
Figure 2.1: Bourdieu’s flow of theories contextualised to this study 
 
Bourdieu’s analytic framework on the transfer of inequalities and the attainment gap 
presented in Figure 2.1 offered a theoretical lens through which it could be understood 
how class backgrounds of teachers may influence classroom pedagogic practices and 
maintain the attainment gap. 
2.3 Literature Review 
This chapter has focused on Bourdieu’s theory of practice (1977) as the theoretical 
framework of the study. The following section will discuss the different discursive views 
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2.3.1 Studies using Bourdieu’s theoretical constructs  
Bourdieu’s theory mostly inspired empirical scholars in education to investigate the 
influence of class background in education. Some of the first studies to investigate 
Bourdieu’s concepts used the same data collection tools as those used by Bourdieu, 
i.e. participation in beaux-arts, dietary taste, taking children to museums, and listening 
to classical music (Aschaffenburg & Maas, 1997; DiMaggio, 1982; DiMaggio & Mohr, 
1985; Dumais, 2002; Eitle, 2002; Ganzeboom, DeGraaf & Robert, 1990; Kastillis & 
Rubenson, 1990; Kalmijn & Kraaykamp, 1996; Roscigno & Ainsworth-Darnell, 1999; 
Sullivan, 2001). Despite a group of scholars using Bourdieu’s methodology, 
subsequently, Bourdieu was particularly criticised for the methodology, specifically for 
over theorisation and using research tools that were difficult to control, measure, and 
test for empirical research (Farkas, 2017; Goldthorpe & Jackson 2007; Kingston, 2001; 
Schneider, 2006; Sullivan, 2001). It is worth noting that the period between the late 
1990s to the early 2000s, at least 2009, saw hyperactivity between the pro-Bourdieu 
scholars (Sullivan, Lereau, Wininger & Reay) and counter-Bourdieu scholars 
(Goldthorpe, Jackson & Kingston). 
Consequently, debates around Bourdieu’s methodology initiated a transition in 
research focus from participation in highbrow culture to exposure to cultural resources 
(Barone, 2006; DiMaggio, 1982; De Graaf et al., 2000; Lareau & Weininger, 2003; 
Rothon, 2007; Sullivan, 2001; 2010). Central to the new wave was a shift to how the 
parent’s cultural capital, measured with the possession of cultural resources also 
referred to as socioeconomic status (SES), contributed to inequalities in educational 
attainments and school practices. Most scholars in this group (Bourdieu, 1984) support 
the  claim that educated middle-class parents raise their children in ways that allow 
them to acquire the skills and capacities to do well in the education system and in the 
microcosms of the system i.e. schools. For instance, Wildhagen (2009) discovered 
that substantial contact between the teacher and the learner’s parents activates a 
positive relationship between the learner’s cultural capital and the teacher’s 
perceptions of the learner.  
Coinciding with this approach is a group of international studies that used Bourdieu’s 
concept to show that the location of the school contributes to school practices and 
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attainments of the school (Cornbleth, 2010; Cui, 2017; Nolan, 2011; Oliver & Kettley, 
2010; Metz, 1998; Robertson, 2007; Rondinone, 1991; Shim, 2014). Their findings 
show that despite structural and curricular similarities, there are striking differences in 
teaching approaches and learning styles. In addition, the type of conversations 
between teachers and learners were different at schools found in different 
communities, yet the same at schools with comparable locational backgrounds. 
Therefore, schools in communities where the majority of the community members 
have a high SES (affluent class communities) are likely to outperform schools in 
communities where the majority of the members have a low SES (working class 
communities).  
Lastly, within studies that use Bourdieu’s theoretical constructs there is a big body of 
research concerned with the relationship between the parent’s cultural capital and 
academic attainments (Barone 2006; DiMaggio, 1982; DiMaggio & Mohr, 1985; 
Rothon, 2007; Sullivan, 2001; 2010). This is due to Bourdieu’s assertions that cultural 
capital assumes central importance in the reproduction of social class inequalities 
(Tzanakis, 2011). On the contrary, this research study mainly explicated on literature 
that was concerned with the discursive views around the influence of teachers’ class 
backgrounds on classroom teaching practices.  
2.3.2 Definitions of classroom pedagogic practices  
The term pedagogy refers to the “art, science, or profession of teaching” (Merriam-
Webster’s Collegiate Dictionary, 1999). As a rule, the term ‘pedagogy’ is widely used 
to refer to teaching methodologies or the delivery of academic content to learners. In 
brief, pedagogy is about how teachers teach; for this reason, the term’s pedagogy and 
teaching are interchangeable and so the interrelatedness of these two terms ensures 
they share meaning. Compared to pedagogy, the term teaching is popular and tends 
to have linear definitions such as the transferring of knowledge and skills from one 
person to the other. The challenge with simplistic definitions is that they tend not to 
capture the dynamism and the complexities of educating others, additionally, they 
create a shallow perception of teaching practices.  
There are different views of what constitute quality-teaching practices; several factors 
underpin these views, in this case, personal and collective experience, research, and 
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legislated responsibilities of teachers in policy documents. Bold et al. (2017) argue 
that the academic accounts of quality teaching do not explicitly mention specific 
dimensions of teacher quality. Conversely, Okolie (2014) delineates teacher quality 
through assigning roles to teachers, stating that effective teaching includes high levels 
of creativity in analysing, synthesising, and presenting knowledge in new and effective 
ways. Also, there are other scholars that follow the same steps (Akomolefe, 2010; 
Okolocha & Onyeneke, 2013; Omoifo & Urevbu, 2007); for these scholars, quality 
teaching has to do with fulfilling certain roles such as formulating clear lesson 
objectives, developing classroom practices that create socially just learning 
environments, motivating others to learn, and using standard teaching strategies. For 
Ademola (2007), good teaching practices begin with teacher training, while Göncz 
(2017) asserts that good teaching practices depend on the personality and dedication 
of teachers. 
Another group of scholars (Abd-El-Khalick, 2006; Halim & Mohd, 2002; Marks, 1990; 
Miller, 2007; Mishra & Koehler, 2006; Murray-Johnson, 2019) view quality pedagogic 
practices from the lens of Shulman (1986; 1987) who proposed a combination of two 
types of knowledge – pedagogical knowledge and content knowledge – and said that 
where they intersect they create pedagogical content knowledge (PCK). For instance, 
Johnson (2019) states that there are four kinds of knowledge necessary for good 
pedagogic practices, these are, pedagogical knowledge, pedagogical content 
knowledge, content knowledge, and knowledge of learners and learning.  
 Pedagogical knowledge – this is knowledge of general teaching strategies or 
teaching skills used to impart information or enhance learning in all subject 
areas. 
 Pedagogical content knowledge – this is knowledge of teaching strategies 
used to teach specific content or skills. 
 Content knowledge – this is a body of knowledge related to the subject matter 
taught. 
 Knowledge of learners and learning – this is knowledge of the learning 
process, learning theories, and human development as it relates to social, 
emotional, intellectual, moral, and personal development.  
Another group of writers define pedagogy by social justice and cultural sensitivity. For 
these writers, good pedagogy should be culturally responsive and close the societal 
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gap between the affluent classes and the working class. At the centre of this type of 
pedagogy is teacher preparation programmes that stress culturally responsive 
pedagogies and take into account the cultural identities of teachers as a part of 
building effective pedagogy (Borrero, 2016; Gay, 2010; Ladson-Billings, 1995; 2009; 
2014; Lewis & Toldson, 2013). 
In summary, the definitions of good pedagogic practices tend to centre on the 
teachers’ prowess in classroom management, lesson planning, content knowledge, 
and content delivery that disrupts societal inequalities. The reproduction of inequalities 
and different classroom practices occurs in mundane interactions in the classroom. 
Therefore, this study viewed classroom practices as the implicit and explicit interplay 
between factors such as classroom management, content knowledge, content 
delivery, and the philosophy that guides teaching techniques in the classroom.  
2.3.3 The history of inequalities in South African public schools 
According to Selod and Zenou (2003), the historical context of education under 
apartheid is important to help understand the present marginal differences between 
public schools in South Africa. The writers state that during the apartheid regime, 
education was public and free for all races but as racial integration was banned, this 
meant there were different schools for different races (Selod & Zenou, 2003). Despite 
education being free, there were stark differences between schools that served the 
different racial groups (Chisholm, 2004). This was due to the uneven distribution of 
school resources which was responsible for extreme human capital disparities across 
population groups (Selod & Zenou, 2003). Upon assuming power, the post-apartheid 
government abolished apartheid policies and implemented policy changes with the 
intention to redress the legacy of inequalities created. The post-apartheid government 
showed intentions to address school funding equity by the introduction of the National 
Norms for School Funding (NNSSF) policy in the South African Schools Act (SASA) 
(South Africa (SA) Department of Basic Education (DoBE), 1996). The NNSSF gave 
statutory provisions for school funding in that schools became categorised into wealth 
quintiles and subsidised accordingly. Consequently, schools serving poorer 
communities receive more state funding compared to schools serving affluent 
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communities, which receive partial state funding and are allowed to collect fees from 
parents (Mestry & Ndhlovu, 2014). 
Conversely, this NNSSF and other post 1994 policy interventions were not received 
without criticism. Similarly, some international scholars criticise school policies like the 
NNSSF; they argue that polices of this nature make the search for class advantage 
possible and further generate class disparities in public schooling (Ball, 1993; Miranda, 
2013). In line with Bourdieu’s (1984) argument that members of the elite class use 
class culture to distinguish themselves from, and maintain social distance between 
themselves and those beneath them on the class hierarchy, likewise, local research 
argues that the post 1994 policy interventions, NNSSF included, have made a fair 
contribution to maintaining social inequalities created by the apartheid policies (Cappy, 
2016; Chisholm, 2012; 2004; Jansen & Taylor, 2003; Joubert, 2014; Mestry & 
Ndhlovu, 2014). The list of criticism these scholars waged against the post 1994 
government included:  
 The government did not make public education free, instead they introduced 
state aided schooling with fees. 
 The closure of teaching colleges did not help improve teacher training. 
 They allowed schools classified as former Model C the right to appoint 
teachers. 
 Former Model C schools, which predominantly registered white learners, had 
the power to decide on admission policies and impose fees.  
The NNSSF has particularly been criticised by Chisholm (2012) and De Kadt (2009) 
for the role it has played in maintaining low racial integration in public schools and 
maintaining class disparities between former Model C schools and township schools. 
The latter writer echoes the argument of Seekings (2003) that in South Africa race is 
still a relevant forecaster for success; however, the bourgeoning black middle class 
particularly make focusing on race obscure the underlying economic shift in the 
country. The writer concludes that the present gap between public schools serving 
children from working class backgrounds and those that serve children from middle-
class backgrounds, is sustained by the socioeconomic status (SES) of parents 
compared to race (Seekings, 2003). In contrast, Amadae (2003) supports the NNSSF; 
the writer claims the policy reflects that the government views ‘school choice’ as a 
tenet of a democratic society. Meaning, the NNSSF does not prohibit racial integration, 
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instead it supports racial and class integration by subsidising education (Amadae, 
2003).    
Scholarly discourse on ‘school choice’ provides a clear sense of how class disparities 
between public schools persist in South Africa. Firstly, decision-making is a socially 
constructed practice and social factors such as class and race shape parental choices 
of schools (Saporito & Lareau, 1999). Similarly, Ball, Bowe and Gewirtz (1997; 1996; 
1995; 1994) mention that class identities of parents inform their choice of school. For 
example, Saporito and Lareau (1999) observed that American parents’ choices vary 
based on the class and racial composition of schools. Parents choose schools of the 
class above or at least similar to their class structure. They report that, in line with 
race, white families avoid schools with predominantly non-white learners. Parent’s 
reasons for choice of school reflect their satisfaction with the school and their financial 
capacity to weigh the various alternatives (Hausman & Goldring, 2000; Goldring & 
Shapira, 1993). Hastings, Kane and Staiger’s (2005) findings show that schools 
perceived by parents as high quality attract parents with strong preferences for school 
quality; as a result, neighbourhood schools serve the remaining learners with strong 
preferences for proximity and a lower priority is placed on school quality. A local 
example is the exodus of black learners out of township schools to former Model C 
schools (Blommaert & Makoe, 2012; Soudien, 2004).  
In the end, public schools are more likely to serve disadvantaged learners than the 
affluent (Elacqua, 2012); this is to say that township schools are more likely to serve 
working-class children than middle-class children. Due to the fact that working-class 
parents criteria for schools is limited by their class position, the working-class school 
choice criteria includes familiarity with the school, discipline, perception of good 
education, proximity to home, cost, security, proximity to work, and that someone they 
know works at the school (Córdoba, 2006; Elacqua & Fábrega, 2004; Raczynski, 
Salinas, de la Fuente, Hernández, & Lattz, 2010). Therefore, schools tend to be 
homogenous compositions of learners of the same class background and class 
inequalities between schools manifest (Blommaert & Makoe, 2011; Soudien, 2004). 
To this end, it is apparent that class identities are not pure and homogenous; instead, 
class identities intertwine with other forms of identity such as race, gender, and 
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occupational prestige. That said, the presented literature succinctly outlines the history 
of public education in South Africa. It shows how the unjust policies of the apartheid 
government initiated societal and educational inequalities in the country. Thereafter, 
the reciprocal efforts perpetuated the inequalities to a new form without addressing 
existing underlying challenges. According to the literature, the quintile policy does not 
only prevent racial integration, it maintains existing class disparities between schools 
and creates new class disparities. Hence, Woollen and Otto (2013) suggest that for 
reform movements to be successful in truly attaining social justice, they should be 
grounded in culturally responsive policies and initiatives, and at a classroom level, 
cultural pedagogies. Overall, the literature suggests that public schooling maintains 
the educational and societal inequalities, where the existing policies for public schools 
expose children enrolled at them to varied class backgrounds and holistically, they 
prevent class integration and social mobility. For a study that investigated the 
influences of teachers’ class background on classroom pedagogic practices, it was 
important to study and understand the structure of class disparities, the factors that 
contribute to the class composition of schools in the country and the role of education 
in the manufacturing of disparities. 
2.3.4 The class position of South African teachers  
This section investigates the class position of teachers and the implication on 
classroom practices internationally and in South Africa. Internationally, DiMaggio and 
Useem (1978) state that American teachers usually occupy the middle-class group, 
specifically the lower middle-class group, while the wide appreciation and participation 
in arts make teachers in Italy occupy the upper middle class, in some cases, upper 
class. Reay et al. (2009) add that teachers’ elite status in Italy allows them to 
participate in arts beaux. Locally, van der Berghe (1967) in his book, ‘A Study in 
Conflict’, revealed that despite inconsistencies in the system of class divisions prior to 
and during the 1960s, South African teachers of all races were classified in the lower 
middle-class position. Presently – despite the debates about the South African 
classification system (Burger, Steenekamp, Van der Berg & Zoch, 2014; Chisholm, 
2012; Rehbein, 2018; Seekings, 2003; van der Berg, 2002) – the various waves of the 
National Income Dynamics Study (South African Labour and Development Unit, 2008; 
2010-2011; 2012) used income brackets to categorise South African teachers as lower 
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middle class. Therefore, occupational income classifies people; with that said, 
Chisholm (2012) also stresses that using occupation as an indicator does not mean 
people are located in different class structures independent of the country’s racial past 
or cultural differences. Simply put, teachers are regarded as middle class by virtue of 
teaching being seen as a semi-professional occupation with the possession of some 
qualification (Hoadley & Ensor, 2009). 
On the other hand, Vester (2012) states there is little research on the habitus of the 
teacher; also, the research that is there considers teachers in their professional roles 
and very rarely in their background roles. In addition, the solitary use of the 
occupational income to examine the worldviews of teachers may not provide a clear 
sense of how class identities interact with pedagogic practices, particularly with the 
middle class of South Africa being twofold – comprised of individuals with middle class 
cultural capital and individuals that occupy the middle class through social mobility 
(Rehbein, 2018). For instance, Hoadley and Ensor (2009:878) found that teachers 
from working-class backgrounds occupy “hybrid” social class positions; “their 
(working-class teachers) material and social conditions create ambivalence in their 
social class position”. These writers, therefore, suggest the correct determination of 
teachers’ class positions can be obtained by taking account of teachers’ geographical 
origins, present residence, and their possession of economic, social, and cultural 
capital. According to Maguire (2005:429) social class is a complex combination of the 
“material, the cultural, the emotional and the social’’, hence, it is important to 
understand the social class background and identities of teachers, to understand 
teachers’ classroom practices. Thus, Hoadley and Ensor (2009) argue that the social 
positioning of teachers based on the title of occupation may not have a notable impact 
on their classroom practices; instead, the childhood social class background of 
teachers can subtly inform teachers’ pedagogic positioning and pedagogic delivery.  
In the purview of this study, the literature suggests that children at schools are 
generally predisposed to lower middle-class identities when using occupation as a 
classification and are predisposed to varying class backgrounds when studying 
teachers’ class backgrounds. Furthermore, the literature suggests that teachers from 
different social class backgrounds understand the school content (knowledge) 
differently; meaning that teachers’ social class background may influence their 
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orientation to knowledge. It further suggests that social class has an impact on the 
classroom pedagogic practices; however, the extent of the impact seems to be 
evasive. According to Zevenbergen (2006), valued capital in one field may not confer 
status in another field and the collection of valued capital gives people better 
bargaining positions. Therefore, with schools disposing learners and teachers to 
middle-class capital, one ought to question what happens to the capital possessed by 
teachers and learners from working-class backgrounds. Following all the 
aforementioned reasons, it is necessary to explore teachers’ class identity by 
particularly focusing on their class background – especially with regards to the class 
status as defined by the National Income Dynamics Study –  which may adequately 
demonstrate how teachers pass and shape meanings to learners which have a 
societally reproductive effect. For this reason, it was incumbent to study how the 
pedagogical identity of teachers are structured.  
2.3.5 Teachers’ pedagogical identity – habitus 
It is of critical importance to understand the forms in which teachers construct their 
pedagogical identity since it can help us understand how teachers’ identity and identity 
development consciously and subconsciously influence classroom practices (Gay, 
2010; Ladson-Billings, 1995; Noddings, 1988; Wilson, 2016). According to McAdams 
(2001:101), the term ‘identity’ refers to “internalised and evolving narratives of self”. 
Wilson (2016) extends on this view by stating that the internalised narratives are 
reflections of cultural values, class, and norms. In the scope of this study, the term 
‘identity’ is synonymous with the term ‘habitus’. For Beijaard, Meijer and Verloop 
(2004), identity is dynamic and ever changing; the dynamism and constant change 
being made possible by the process of identity construction such as daily experiences 
(Dell’ Angelo, 2016). Thus, Borrero and Yeh (2010) highlight the importance of lived 
experiences, inside and outside of school, particularly for teaching and learning at 
schools. Beauchamp and Thomas (2006) add that identity can live in more than one 
form, for example, personal and professional identity.  
Teachers develop professional or pedagogical habitus in two ways: the first form is 
through in-school classroom experience and the second form is through higher 
education introducing prospective teachers to research based classroom 
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methodologies (Bullock & Russell, 2010; Lortie, 1975; Morais & Neves, 2001; Morais, 
Neves & Pires, 2004; Nolan, 2011; Woollen & Otto, 2013). The writers posit that 
teachers’ pedagogical habitus develops over time by means of exposure to specific 
forms of class backgrounds, cultural backgrounds, and educational fields. Bullock and 
Russell (2010:93) contend that, “the cultural routines and patterns associated with 
schools, teaching, and learning are firmly embedded in our culture from a very young 
age and thus highly resistant to change. Simply put, every adult knows what teaching 
and learning should look like because he or she has spent thousands of hours as a 
student in school”. According to Bourdieu (2005:43) pedagogic habitus is a “system of 
educational dispositions” that predisposes teachers to certain forms of teaching 
practices (Feldman, 2016). This is congruent with findings of Lortie (1975) which state 
that teacher’s pedagogical practices are similar to the pedagogical practices they 
experienced during their schooling.  
Yet, it remains unclear how teaching practices transcend, thus, Mewborn and Tyminski 
(2006) propose further inquiry on the replication of teaching practices. Efforts to 
explain how teaching practices transcend have been recorded; for instance, 
Dell’Angelo (2016) claims most teachers received “mono-cultural” schooling which led 
to a lack of self-reflection and a homogenous world view. Similarly, Hoadley and Ensor 
(2009) state that lack of integration between class divisions in South Africa replicates 
teaching practices. For example, in South Africa, working-class teachers received their 
schooling in working-class communities at working-class schools and were restricted 
to universities or colleges serving working-class communities. In the same way, 
middle-class teachers received their schooling in middle-class communities at middle-
class schools and were designated the top neo-liberal universities in the country 
(Blommaert & Makoe, 2011; Chisholm, 2012; Hoadley & Ensor, 2009). In brief, 
teachers from different social class backgrounds were orientated differently on 
classroom practices and pedagogic practices. In addition, teachers from the same 
social class background received more or less the same orientation to classroom 
practices and teaching practices (Hoadley & Ensor, 2009). Consequently, this created 
contrasting teaching identities on the lines of social class. The “Christian National 
Education” and the sub-philosophy of “fundamental pedagogics” guided the teaching 
colleges and universities serving working-class teachers. According to Ensor (1999) 
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the fundamental pedagogics philosophy was an authoritarian pedagogic philosophy 
which viewed learners as ignorant and undisciplined; the teachers’ intervention and 
authority was needed as informed by the God of the Dutch Reformed Church. 
Consequently, the philosophy created a teaching habitus that is devoid of critical 
thinking and lacks learner centred strategies (Hoadley & Ensor, 2009). Furthermore, 
these writers found that working-class pedagogic identities do little to disrupt the 
continuation of outside school experiences in the classroom, and the activities were 
thought to be cognitively low with less abstract exercises. 
Likewise, middle-class teachers received education at middle-class schools and 
universities with a dynamic teaching and learning philosophy that created a dynamic 
teaching identity. Middle-class teachers enter teaching institutions with a considerable 
amount of cultural capital from their family backgrounds and from schooling. The 
course material received at teacher programmes subsequently increases their capital 
and adds to their teaching habitus (Velez, 2004). This is consistent with the pedagogic 
identity created by middle-class institutions – the identity places emphasis on 
knowledge dimensions of the learner, prioritisation of cognitive development, and 
demarcation of learners’ academic identity (Hoadley & Ensor, 2009). The teaching 
strategies explicitly separate between school forms of knowledge and general forms 
of societal knowledge; furthermore, the assessments are more abstract based on a 
high cognitive level (Hoadley & Ensor, 2009; Morais & Neves, 2001). Despite clear 
demarcation between school and community knowledge, Velez (2004) contends that 
the pedagogic identity of middle-class teachers believes in parental involvement for 
child literacy. The teachers are informed by their personal experiences, wherein 
middle-class parents were involved in teaching basic reading and writing skills. Hence, 
Wilson (2016) records that the middle-class teacher prefers constructivist teaching 
approaches, and the pedagogical identity is based on natural ability, independence, 
and accountability of the learners.  
Against this background, personal class and class backgrounds of the community and 
educational institutions predispose teachers to socially different pedagogic identities. 
This suggests that class background can contribute to both teachers’ classroom 
practices and the academic performance of learners. The study will move on to look 
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at different viewpoints on the relationship between teachers’ social class, pedagogic 
habitus, and teaching practices. 
2.3.6 The impact of class background on teaching practices 
There is considerable scholarly research that supports the claim that teachers’ class 
background has a substantial impact on their teaching practices. Bourdieu’s theory 
proposes that childhood experiences have a significant influence on the development 
of the habitus. Sotiropoulou (2014) adds that teachers bring their worldviews into the 
classroom. For Bourdieu, teachers’ academic worldviews serve the interests of the 
dominant groups. In essence, the class background of teachers tends to inform their 
pedagogic dispositions (Hoadley & Ensor, 2009); similarly, teachers’ habitus informs 
their sense of pedagogic practice (Feldman, 2016). Dwyer (2015) adds a dimension 
of the role played by social structures on the agency of people through studying music 
teachers; the writer concluded that the values and beliefs of teachers are inextricably 
linked with the values of the school – together they subconsciously shape teaching 
practices and ultimately shape learners’ experiences of learning music. 
Correspondingly, teachers adjust to the demands of the situation by developing “a feel 
for the game” (Bourdieu, 1990:66). Subsequently, teachers’ pedagogical habitus also 
reflects the school’s pedagogical habitus (Cornbleth, 2010; Cui, 2017; Diamond, 
Randolph & Spillane, 2004; Dwyer, 2015; Nolan, 2011; Oliver & Kettley, 2010).  
The teachers and schools’ habitus are often invisible and present themselves as social 
reality. For instance, Sotiropoulou (2014) finds that teachers believe that their teaching 
practices are culturally neutral, contradicting Apple (2004) and Bourdieu’s (1996) 
argument that teacher’s classroom practices are not societally neutral. Bourdieu 
contends that habitus cannot detect itself; it is both a “state of mind and state of the 
body” (Bourdieu, 1990:68). Likewise, Feldman (2016) states that teachers’ embodied 
pedagogic habitus makes the class modalities in which pedagogy manifests itself less 
obvious to both the teachers and the learners. Equally, Reay, Crozier and Clayton 
(2009) argue that the forms in which class background affect teachers’ classroom 
practices are not explicitly visible; however, teachers’ legitimisation of their beliefs will 
almost certainly impact on their teaching practice. Additionally, the teachers’ 
judgments bring a dimension of hegemony and reinforce elite privilege; yet it does not 
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mean teachers are not supportive to working-class learners’ learning, rather it is more 
of an invisible habitus (Shim, 2014).  
Furthermore, Bourdieu claims that the schools’ cultural capital acts as a filtering tool; 
schools have rules, historic backgrounds, and rationales of practice that may value 
certain forms of capital while rejecting others (Cui, 2017). Teachers construct 
classroom environments that align to the school and favour a particular cultural capital, 
for instance, the linguistic cultural capital required in educational institutions is less 
evident among working-class learners (Farkas, 2017; Lereau, 2015). Similarly, 
Tzanakis (2011) contends that schools, through classroom practices, institutionalise 
and legitimise the knowledge of “highbrow” culture. In addition, English teachers prefer 
literacies that align with their pedagogical habitus and alienate alternative literacies 
(Woollen & Otto, 2013). When the teachers’ pedagogical habitus is in close alignment 
with the institutional habitus, teachers do not consider modifying their teaching 
practices to accommodate learners (Dwyer, 2015). As a result, teachers negate the 
complexity of their learners’ habitus (Woollen & Otto, 2013); these incompatible 
experiences make them appear biased towards working-class learners (Sotiropoulou, 
2014). 
The discord in social experiences between the teacher and learners creates 
misunderstanding of ‘culturally encoded interchanges’; ultimately, learners with a 
misfit habitus are subject to be misunderstood or alienated (Shim, 2014). As an 
illustration, working-class learners are not familiar with the communication codes of 
the dominant group which schools and teachers embody; in turn, working-class 
learners are perceived as incompetent and delinquent. Furthermore, teachers 
misconstrue the working-class learners’ low attainments with lack of cognitive abilities 
and believe that working-class learners’ family backgrounds are a teaching and 
learning barrier (Diamond et al., 2004; Shim, 2014). In Cornbleth (2010:288), the 
teachers claim to “have given up on their poor and working-class learners” since they 
are hopeless, unteachable, and even anti-teacher. Woollen and Otto (2013) conclude 
that teachers use assessment to filter and maintain their habitus and the schools’ 
cultural capital at the expense of working-class learners, for example, teachers reward 




Likewise, teachers occupy the final stage of curriculum delivery; the translation of 
knowledge from the curriculum statement to the learners mainly rests with them 
(Hoadley & Ensor, 2009). For instance, Anyon (1980) observed five elementary 
schools serving different social class backgrounds and discovered that schools 
serving different social class groups emphasised the same curriculum content 
differently. The hidden curriculum, the covert classroom pedagogical practices and 
pupil evaluation practices that place emphasis on different cognitive and behavioural 
skills in each social setting, implicitly contribute to the reproduction of differences 
between schools serving middle-class communities and schools serving working-class 
communities (Anyon, 1980). Therefore, teachers’ significant control over classroom 
practices (Shim, 2014) allows them to protect their cultural capital through hidden 
curriculum (Woollen & Otto, 2013); this is an unconscious disguise of symbolic 
violence in an effort to maintain field values. Teachers knowingly or unknowingly 
practice class dominance through pedagogic practices, for instance, they may refuse 
learners access to some classes, resources, and participation in some learning 
activities (Woollen & Otto, 2013). This is in line with Bourdieu’s (1984) argument that 
members of the upper class use culture to distinguish themselves from and maintain 
social distance between themselves and those beneath them on the class hierarchy.  
Bourdieu (1998:70) states the practices of a field “cannot be accounted for without 
considering the structure of the power relations among the members” – for instance 
when the teachers’ pedagogical habitus is inconsistent with the institutional 
pedagogical habitus – social agents of the field intervene. Experienced teachers use 
their strong influence to illustrate to prospective teachers what works in “reality”, which 
are often antagonistic to university methodologies (Ritchie & Wilson, 2000). 
Subsequently, teachers opt for direct teaching approaches over inquiry-based 
approaches, for the reasons that direct teaching methods allow teachers overall power 
in classroom practices while inquiry-based approaches can be chaotic and less 
effective in preserving schools’ cultural capital (Nolan, 2011). For instance, 
prospective teachers in the study of Woollen and Otto (2013) claim that learners’ 
actions forced them to revert to behaviourist reward systems based on an institutional 
sense of obedience and adherence. Conversely, other teachers prefer constructivist 
teaching pedagogies such as problem-based learning since they involve scaffolding, 
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which allows their habitus to interfere with the teaching and learning process (Belland, 
2012). The institutional power relations funnel down to classroom power relations 
particularly in some fields, for example, learners from dominant class backgrounds 
have higher seniority compared to learners from working-class backgrounds (Cui, 
2017; Hoadley & Ensor, 2009; McLaren, 2003). In fact, power relations coupled with 
assessment outcomes can lead to classroom practices that position learners in 
categories such as “more able, good behaved and other learners as less able, ill-
behaved” (Zevenbergen, 2005:615). Dumais (2006) found that teachers easily 
perceive the learners’ cultural capital and habitus once children enter school; teachers 
show favouritism toward those learners from the upper classes. This manifests when 
the habitus of learners from elite class backgrounds match with the values of the 
school and teachers. These learners become more comfortable interacting with 
teachers than with peers from working-class backgrounds. In return, teachers see 
these learners as more motivated compared to learners from working-class 
backgrounds.  
Another body of research looks at teachers’ expectations as a way that teachers’ 
habitus (class backgrounds) interferes with classroom practices. This body of 
knowledge argues that teachers’ expectations of learners translate into instructional 
practices that contribute to social reproduction (Diamond et al., 2004; Dwyer, 2015; 
Oliver & Kettley, 2010; Rosenthal & Jacobson, 1968). Since teachers’ perceptions of 
learners inform their pedagogic habitus or classroom practices, this includes the way 
they organise the lessons and classroom, assessment development, curriculum 
pacing and sequencing, and forms of communication in the classroom. Teachers’ 
expectations and perceptions of learners’ academic ability are important (Barbarin & 
Aikens, 2015; Hurwitz, Elliott & Braden, 2007). Rosenthal and Jacobson (1968) state 
that teachers’ perceptions can have a significant impact on classroom pedagogic 
practices; teachers have the power to decide whether to hold back a learner or 
proceed a learner to the next grade. Teachers giving higher or lower evaluations and 
expecting more or less from learners who come from different class backgrounds may 
lead to these learners living up or down to these expectations. Likewise, Diamond et 
al. (2004) find that teachers reduce their expectations for learners from low income 
households and African American learners, yet hold higher expectations for middle- 
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and upper-income white learners and black learners. Shim’s (2014) findings indicate 
teachers’ habitus is the main driver of their pedagogical actions and the decisions that 
affect the academic success of learners studying English as a second language. The 
learners’ racial and social class composition of the school relates with teachers and 
administrators’ general perception about learners’ academic ability (Diamond et al., 
2004).  
On the contrary, Dumais’ (2006) study finds little support for Bourdieu’s argument that 
learners with cultural capital are favoured by teachers, instead, teachers may be 
concentrating more on completing the syllabus and the assessment plan rather than 
focusing on assessing whether they are culturally well-rounded (Dumais, 2006). Also, 
for Jaeger and Møllegaard (2017) the overall results provided partial, but not strong 
empirical evidence to prove that cultural capital operates via teacher bias. The study 
suggests that prolonged exposure to a particular cultural capital affects teachers’ 
perceptions of learners’ academic ability, which in turn affects their teaching practices 
and grading practices. In DiMaggio (1982) and DiMaggio and Mohr (1985) the findings 
show that learners’ class backgrounds have a significant link with their grades, not that 
of academic ability and parents’ education.  
The aforementioned studies made way for critique of Bourdieu’s theory of social 
practice; at heart, the critique is about the lack of empiricism in social reproduction 
theories. In this case, Bourdieu’s theory is implausible since it stems from social 
reproduction theory. The theory of social reproduction is criticised for “the endless 
reproduction of power with any apparent change being treated as no more than 
illusory” (Goldthorpe, 2007:24). They oppose the reasons that class backgrounds have 
an effect on teachers’ perceptions of basic academic skills such as reading, writing, 
and ultimately teaching practices. Kingston (2001) argues that the implicit teacher-
learner element in Bourdieu’s work is ‘spurious’ or does not materialise. According to 
the writer, this is illusory and heavily rests on classroom practices or school-based 
processes cultural capital while the cultural capital “effect” indicates an association of 
family-based processes such as parenting styles to academic attainments (Kingston. 
2001). Similarly, Goldthorpe (2007:12) states that to claim, as Bourdieu does, that the 
essential function of schooling is to maintain the processes through which families 
maintain their social positions over time, lacks “prima facie plausibility” both 
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theoretically and empirically. Conversely, scholars such as Lareau and Weininger 
(2003) and Sullivan (2001) echo their concerns on how researchers narrowly theorise 
cultural capital as consisting of elite cultural activities; for them, cultural capital is 
knowledge and skills which are rewarded within the education system.  
2.3.7 The role of teachers’ class background in the transfer of attainment 
inequalities  
Bourdieu was adamant that school processes facilitate the reproduction of class 
differences by means of teachers rewarding learners who possess desirable capital, 
while on the other side, penalising learners who do not have desired capital (Hos, 
Murray-Johnson & Correia, 2019). Academic capital is by no means neutral; it serves 
the interests of the dominant group (Cui, 2017) thereby reproducing social hierarchy 
under the mask of academic neutrality (Woollen & Otto, 2013). Middle-class learners 
enter school with significant social and cultural skills valued at schools, while working-
class learners first have to learn the social and cultural skills to negotiate their 
educational experience (Bourne, 2015). Nevertheless, even though they may acquire 
the social, linguistic, and cultural competencies that are characteristic of the middle 
class, they cannot achieve the natural familiarity of those born to these classes 
(Bourne, 2015; Hos et al., 2019; Lamont & Lareau, 1988).  
The premise of merit-based assessment is the notion that all learners are equal, which 
often disadvantages other learners. Usually, underperforming learners are blamed for 
their poor performance, while overlooking the inequality between social groups that 
underpins the logic of the field itself (Cui, 2017). Naidoo (2004) found that the 
academic capital sought by elite white universities in South Africa matches the 
academic capital possessed by learners from the white middle-class schooling 
system. Cui (2017) extends that this justifies the exclusion of African learners from 
working-class public schools from being accepted into elite universities. The 
pedagogic practice of former Model C schools is structured in ideological features such 
as space and language and the forms in which these ideological features are 
presented enable “micro-methodological” practices that circumscribe class and class 
trajectories (Blommaert & Makoe, 2011).  
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For Woollen and Otto (2013), learners develop their educational habitus according to 
classroom experiences. In Bourdieu’s terms, academic fields structure the habitus of 
agents who pass through them differently (Messner, 2000). Given the substantial 
influence of teachers at schools, the classroom practices they implement have a 
detrimental impact on the development of learners’ conceptions of authority and of the 
ideal occupation (Anyon, 1980). Simply put, teachers’ assessments have a societal 
positional effect that informs learners about their current societal position and their 
societal position in the future (Dell’Angelo, 2016).  
2.3.8 Measures in place  
Reay (2006) states that in England the educational policy changes that aimed at 
addressing the differences between schools serving communities of different class 
backgrounds had virtually no impact. This is because the policy changes created a 
perception that the key solution to this challenge was focusing on the practices of 
teachers within schools and particularly teachers’ classroom practices. The aim was 
to make teachers good enough and sufficiently equipped with skills and competencies 
that could help them identify and combat these social ills. The challenge was that little 
or no attention was paid to the wider social context of schooling (Reay, 2006). The 
bureaucratic rhetoric is that teachers ought to be trained on subject knowledge and 
learner attainments. What resonates from this is a perception of teachers as 
curriculum vehicles “tabula rasa”, they are trained and prescribed work to do and they 
do it as it is prescribed. According to Reay (2006), teachers are vested with impossible 
powers of transforming educational failures into success without significant knowledge 
or understanding that is necessary for tackling such problems. Mahony and Hextall 
(2000) show that there are complex relations and practices at schools and classrooms 
which require methodological approaches that go beyond the skills and competencies 
offered in teacher training. For Reay (2006), teachers do not simply deliver the national 
curriculum and enact a positive discipline policy; they also confront contextual 
circumstances imbued with gender, ethnicity, and social class.  
2.3.8.1 Transforming teachers’ pedagogical habitus   
Social reproduction research is concerned about the contributions of teachers to the 
reproduction of societal differences, yet there is little consensus among scholars 
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regarding how to correct complex longstanding disparities. Research undertaken has 
mainly advocated for intervention at post school teaching programmes over 
professional development strategies; some of the different approaches include studies 
grounded in transformative education that propose culturally responsive pedagogy 
(Borrero, 2016; Dell’Angelo, 2016; Gay, 2010; Ladson-Billings, 1995; 2009; Lewis & 
Toldson, 2013; Olson & Rao, 2016); critical self (meta) reflection of teaching practices 
(Cui, 2017; Dwyer, 2015); leadership that plays a critical role in school transformation 
and community school leaders that should intervene in school practices to create a 
school ethos that mediates between teachers’ habitus and classroom practices 
(Diamond et al., 2004; Oliver & Kettley, 2010).  
A substantial sample of studies that use Bourdieu’s theoretical constructs advocate 
that transforming the teachers’ habitus is at the centre of attaining socially just 
pedagogic practices and disrupting social reproduction. The underlying logic is that 
educational fields structure teachers’ pedagogical habitus and not challenged, they 
continue to inform the logic of teaching practices (Feldman, 2016). Yet, it is only 
through knowledge of their habitus that teachers can resist the field’s current practices 
and move to rescue the envisioned, emancipatory values of education (Oliver & 
Kettley, 2010). Although Goldthorpe (2007) argues that Bourdieu’s theory has little 
account of re-socialisation, Shim (2014:43) follows up that for Bourdieu, “inventive and 
transformative character is as much a part of habitus as is reproductive character”. As 
seen in Vester (2012:458) “the hysteresis effect, that is to say, the inertia of the 
habitus, does not imply that attitudes might not as well change according to the 
professional practice and innovative requirements in the field of school”. It points, 
however, to the fact that teachers do not appropriate their field of action without 
presuppositions but that they are already endowed with a world view that corresponds 
with a specific place in society. Therefore, an individual’s habitus is not absolute, 
through time and practice in the field it is open to transformation and is continuously 
constructed.  
In addition, the transformation of habitus does not happen haphazardly, there ought 
to be a field parent cultural capital and a field of new cultural capital (Vester, 2012). 
Incumbent in new fields, is the teachers’ need to understand their own habitus and 
recognise differences in habitus-forming experiences between them and their learners 
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to be able to incorporate curricular objectives and their relation to cultural capital 
(Woollen & Otto, 2013). As seen in Shim (2014), teachers’ experiences reflect that 
changes caused by later life experiences, when they are different to the initial habitus, 
can create a space of change in their thinking. That is to say, environments that are 
fundamentally different from the originating habitus of an individual are necessary 
grounds to expand or transform teachers’ habitus (Swartz, 1997). The socialisation to 
these structured environments can occur at school level, primary to university 
education (targeting society in general and prospective teachers), and at schools in 
the form of professional development courses (targeting teachers already in the field).  
As a rule, education officials have the power to turn schools into environments with 
great potential for change, yet they mainly focus on structural challenges. Instead, of 
professional development narrowing the teachers’ pedagogic practices by focusing on 
existing patterns of classroom practices, they can focus on expanding the teachers’ 
habitus, because it makes teachers unquestionably follow existing school structures 
as natural and plausible forms (Hoadley & Ensor, 2009; Shim, 2014). For instance, 
Feldman (2016:77) proposes confrontational collaborative professional learning 
communities (PLC) “as a form of habitus engagement that holds the potential to 
challenge the pedagogical structures that reside within the teacher’s teaching 
dispositions in order to instantiate pedagogical adaptation to a more socially just 
teaching orientation in the teachers’ classroom pedagogies”.  
2.4 Conclusion  
This chapter presented an analysis of Bourdieu’s theory of social practice focusing on 
the ideological constructs, cultural capital, habitus, and field as the theoretical 
framework of the study. The synthesis of the theoretical framework positioned this 
study to be able to understand the discursive viewpoints on the influence of teachers’ 
class background in classroom pedagogic practices. A survey of literature on Bourdieu 
and the influences of teachers’ class backgrounds on classroom pedagogic practices 
and the reproduction of inequalities at schools serving children from different class 
backgrounds was presented. For teachers to develop socially sensitive classroom 
practices that are inclusive and can effectively narrow or close the gap between 
pedagogic practices of schools serving communities of different class backgrounds, 
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there should be efforts made towards the expansion and transformation of teachers’ 
habitus in schools and post school. It is now necessary to explain the research design 
and methodology and the next chapter discusses the research design and 


















































The previous chapter presented the theoretical framework and literature review 
through which the study viewed the relationship between the social class background 
of teachers and pedagogic practices using Bourdieu’s theory of social practice 
reproduction. To understand the relationship between teachers’ class background and 
classroom pedagogic practices, this chapter presents an overview of the research 
paradigm, research methodology, research design, research instrument, and 
sampling methods used for this study. Additionally, this chapter includes the sample 
selected and demographic information of the sample. Furthermore, the chapter 
addresses issues of trustworthiness and ethical considerations.  
The study aims to answer the research question and sub-questions, which are re-
iterated below: 
The main research question is:  
 How do teachers’ class background impact on classroom pedagogic practices? 
 
The following sub-questions helped to resolve the main research problem: 
 How does class background enhance teachers’ classroom pedagogic 
practices? 
 How does class background impede teachers’ classroom pedagogic practices? 
 In which ways do teachers’ class background contribute to differences in 
academic attainments? 
 What strategies can be implemented to ensure good classroom practices? 






 3.2 Research Paradigm 
The notion of research paradigms dates back to Kuhn (1970) who viewed research 
paradigms as a set of interrelated assumptions about the social world. According to 
(Creswell, 2014:6) paradigms are “worldviews” and are the researcher’s philosophical 
orientation about the world and nature of research that they bring to a study. In 
essence, a paradigm is the study’s philosophical lens and it informs the research 
design and methodology (instruments, data collection, and analysis) that the 
researcher adopts for a study (Fraenkel & Wallen, 2009). For the purpose of a study 
that attempts to understand how the knowledge dispositions conferred on teachers 
during their early childhood determines their pedagogic practices, the constructivist 
paradigm becomes appropriate – particularly because the scope of the constructivist 
paradigm includes studying human interactions, the development of knowledge, and 
the conferring of certain dispositions (Riegler, 2012).  
The constructivist paradigm is premised on the belief that there is no single reality, 
rather multiple realities constructed by individuals (Creswell, 2014) and that knowledge 
is socially constructed by people active in research processes (Rahman, 2016). 
Therefore, researchers should attempt to understand the complex world of lived 
experience from the point of view of those who live it (Mertens, 2019). For this reason, 
the observer plays a major role in any theory (Riegler, 2012), hence Guba and Lincoln 
(1994) and Mertens (2019) mention that research completed from a constructivist 
paradigm is a product of the researcher’s values. According to Creswell (2014), the 
constructivist approach assumes that social construction of reality in research can only 
happen through the interaction between the researchers and the participants with the 
objective to obtain various perspectives that permit the researcher a better 
interpretation of meaning (Mertens, 2019). As a result, the constructivist approach 
complements the qualitative research method the study adopted, namely focus group 
interviews, which is one of the principal methods of data collection in this paradigm 
(Mertens, 2019). 
3.3 Qualitative Research Approach  
Best and Kahn (2006) note the ambivalence around the definition and characteristics 
of the qualitative approach – the challenge with defining qualitative research stems 
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from its late arrival in the research domain as compared to quantitative inquiry 
(Creswell, 2014; Rahman, 2016). For instance, it does not have a paradigm and an 
obvious set of methods, but a big spectrum of methods within different research 
disciplines (Denzin & Lincoln, 2011; Rahman, 2016). Hence, commonly defined by 
contrasting it with quantitative research, Kumar (2011) states that qualitative research 
are studies that do not have quantitative attributes. Although not exclusively, the data 
collected in qualitative studies is “non-quantitative” in character, it consists of text 
material such as interview transcripts, visual material such as video recordings, and 
one’s self in social action i.e. observations (Saldaña, 2011:3). Moreover, qualitative 
inquiry is research that arrives at findings without using statistical methods or other 
means of quantification and it incorporates multiple realities (Rahman, 2016). Saldaña 
(2011) defines qualitative research as an umbrella term for a variety of research 
methods on the study of social life; based on an assumption and a worldview that 
prompts the researcher to investigate, explore, and understand the meaning 
individuals or social groups ascribe to a social problem (Creswell, 2014; 2009; Flick, 
2014). Nevertheless, in recent times, discussions about the definition and 
characteristics of qualitative research have subsided and there is consensus about 
what qualitative inquiry entails (Creswell, 2014). For this study, the benefits of 
deploying a qualitative research approach are found in the characteristics of the 
approach. 
3.3.1 Characteristics of a qualitative research approach 
A number of authors (Best & Kahn, 2006; Creswell, 2014; Denzin & Lincoln, 2011; 
Guba & Lincoln, 1994; Flick, 2014; Kumar, 2011; Mertens, 2019; Rahman, 2016; 
Saldaña, 2011) convey the following qualitative inquiry characteristics: qualitative 
research is an approach for exploring and understanding the meaning individuals or 
groups attribute to a social problem, thus qualitative researchers collect data at the 
participants’ settings. Unlike in quantitative studies where the environments are 
controlled i.e. laboratory, qualitative researchers study participants in their natural 
settings where the participant experiences the problem. Instead of sending narrowed 
instruments to participants like in quantitative studies, qualitative researchers use 
multiple sources of data to gather multiple forms of data and control the methods by 
strategies such as triangulation. To add, in qualitative research the researcher is a key 
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data collection instrument since the researcher gathers information instead of over 
reliance on instruments and methods developed by other researchers. Also, qualitative 
researchers use inductive and deductive data analysis, wherein data analysis leads to 
a holistic account of the problem in accordance with the participants’ meaning of the 
problem. Hence the qualitative research process is emergent, meaning the initial plan 
cannot be tightly prescribed; it will change as the researcher learns more about the 
research problem. Lastly, qualitative researchers should self-reflect about their biases 
during the research process so as to render trustworthiness and credibility. Thus, 
McMillan and Schumacher (2001) assert that qualitative research is good for theory 
generation, policy development, and improvement of educational practice.  
Bourdieu’s theory is criticised for over theorisation and unclear methodology, the 
debate on superiority of research methods and whether qualitative evidence is 
superior to quantitative evidence or vice versa, presents a challenge for studies that 
use Bourdieu’s theoretical constructs. Studies that use or test Bourdieu’s concepts 
have not solely been confined to a single research design (Aschaffenburg & Maas, 
1997; Bourne, 2015; Dumais, 2008; Dumais & Ward, 2010; De Graaf et al., 2000; 
Jaeger, 2009; DiMaggio, 1982; DiMaggio & Mohr, 1985). Although qualitative studies 
have not comprehensively presented an unquestionable link between the unequal 
distribution of resources and educational outcomes, it is worth mentioning that 
qualitative studies that use Bourdieu’s concepts are good at describing the complex 
relationships between social class cultures, the transfer of knowledge, and the 
reproduction of the attainment gap (Cui, 2017; Lareau, 2003; Lareau & Weininger, 
2003; Sullivan, 2001; 2010; Reay, 1997; 2006; Scherger & Savage, 2009). As a point 
of departure, variances in paradigms together with the aims of a study largely 
determine the approach and mode of enquiry which determine the structural aspects 
of a study design (Kumar, 2011). Given that the social constructivist paradigm informs 
certain aspects of qualitative research, the aforementioned presented grounds for this 
study to implement a qualitative research approach through the adoption and 
application of a case study research design using focus group interviews with teachers 




3.4 Research Design  
A research design is a procedural plan of data collection that the researcher adopts to 
answer questions about the studied problem objectively and accurately (Hedges et al., 
2012; Kumar, 2011). Different from research methodologies, which is the research 
approach that underpins the study (Blaxter, Hughes & Tight, 2002), in essence, 
research methodologies define research approaches and the overall approach for the 
study (Leedy & Ormrod, 2005). The study explored the relationship between class 
background of teachers and classroom practices using focus group interviews thus, 
the interaction between the researcher and the participants consisted of a dialogue 
that probed experiences and explored multiple truths. That is to say, this study adopted 
a qualitative research approach. 
The study used the case study research design which is an empirical inquiry that 
investigates societal phenomenon in which the researcher develops an in-depth 
analysis of a case within its natural context, especially when the boundaries of the 
phenomenon and context are not clearly distinguishable (Creswell, 2014; Gomm et 
al., 2000; Kumar, 2011; Merriam, 2009; 1998; Yin, 2002; 2009). The definitions of case 
study often highlight the design as in-depth that is articulate on the type of case it 
investigates for the reasons that it focuses on one particular unit, which can be an 
individual, a group, an organisation, or a local community (Krusenvik, 2016). Yin 
(2009), Gomm et al. (2000) and Merriam (1998) summarise common attributes of case 
study design as:   
 In-depth study of a small number of cases, often longitudinally. 
 Cases are studied in their real-life context; understanding how the case 
influences and is influenced by its context is often of central interest to case 
researchers. 
 Cases occur naturally and unlike experiments, case studies are not 
manipulated. 
 The use of multiple sources of data including interviews, observation, archival 
documents, and even physical artefacts to allow triangulation of findings. 
 Illustrate the complexities of a situation, show that multiple factors contribute 
to it. 




Since the study investigated the influence of teachers’ class backgrounds on their 
teaching practices in their settings (classrooms), case study research design was 
appropriate for this study as in the study of Reay (1998), who used case studies to 
examine the involvement of mothers in their children’s primary schooling in England. 
For the reason that it advocates for direct contact with the participants in their settings 
(McMillan & Schumacher, 2006; Merriam, 1998; 2009), the design allows the 
researcher to investigate and understand the nuances between a specific context and 
a phenomenon (Jacobsen & Hellström, 2002) and case study complements both the 
constructivist paradigm and qualitative approach. The latter explores the human factor, 
cause, and effect of nuances while the former recognises the importance of subjective 
creation of meaning without rejecting objectivity (Crabtree & Miler; Miller, 1999). In this 
study, the researcher chose the case study design to be able to meet the objectives 
of the study; in particular, the case study research design enabled the researcher to 
conduct research at two complex research sites. 
Yin (2009) mentions that the strength of case studies is the ability to investigate 
complex social phenomena and adaptability to different research settings and different 
research questions (Flick, 2014). Chiefly, the case study design allows the use and 
integration of various data collection instruments, subsequently allowing triangulation 
of findings (Kumar, 2011; Merriam, 2009; Yin, 2009). Some of the valued research 
techniques include focus groups, questionnaires, and participant observation 
(Krusenvik, 2016). Murphy (2014) concludes that the strength of cases studies 
originates in the innate “non-prejudicial” nature of the design.  
Despite the benefits, case studies as a research method also have limitations (Yin, 
2009). One of the limitations of case studies originate from one of the benefits, that it 
generally involves several sources of data and may include multiple cases within a 
study, subsequently producing a lot of data for analysis (Soy, 1997). Another concern, 
which is the most common criticism against case study design, is the lack of 
generalisability, particularly of single case studies (Flick, 2014; George & Bennet, 
2005; Yin, 2009). To add, case studies are highly specific and subsequently have low 
external validity (Krusenvik, 2016), therefore, subjective bias is a constant threat to 
objective data gathering and analysis (Best & Kahn, 2006). Consequently, the 
sensitivity and integrity of the researcher can be a limitation of case studies (Merriam, 
44 
 
2009). Lastly, since the researcher is in physical contact with the participants, it 
becomes difficult for case study researchers to achieve their aim of investigating 
situations as they naturally occur without any effect arising from their presence.  
In order to obtain a clear understanding of how teachers’ class background influences 
their pedagogic practices, within the borders of the case study research design, the 
study took the multiple case approach. The reasons being that multiple cases (multiple 
schools) can allow theory to be better grounded in varied evidence, with the advantage 
that they allow for cross-case comparison (Rose, Spinks & Canhoto, 2014). For Flick 
(2014) the aim of case studies is to give a precise description of a case. In this study, 
there were two study sites (cases); the social class of the neighbouring communities, 
the class background of the participating teachers, and the class background of 
learners differentiated the sites. One school (site) is situated in and serves a working-
class community, and the participating teachers have working-class backgrounds, 
while the other school is situated in and serves a middle-class community, and the 
participating teachers have middle-class backgrounds. The schools selected as a case 
study were representative of the usual context of teaching practices and learning 
processes commonly encountered in Gauteng schools. Thus, this case study was 
representative of the context of teaching practices in Gauteng public schools. 
3.5 Sampling 
The defining characteristic of case study research is to make the scope of the study 
clear; the focus of this study was on how teachers’ class background influences 
teaching practices in Gauteng schools. The research questions asked explored the 
experiences of those involved in conducting this study, who were teachers. Therefore, 
this section discusses the background of the participants sampled. The study sample 
consisted of seven participants, three female teachers from a middle-class primary 
school (school A) and four male teachers from a working-class high school (school B). 
Both schools are located in the Gauteng province. For the purpose of anonymity the 
schools are described as follows: school A is a town school situated in a middle-upper 
class community and school B is a township school situated in a working-lower middle-
class community. Likewise, the teachers are described using the abbreviations SAT 
and SBT, which stand for school A teacher and school B teacher, respectively. The 
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number alongside represents the participant. The data on the participants’ background 
includes gender, teaching experience, class background, and grades taught as 
indicated on Tables 3.1 and 3.2 on the following pages.  
Table 3.1: School A demographics 
  
School A is a primary school in a middle-class town community with the majority of learners 
and teachers coming from middle- and upper-class backgrounds. The school mainly offers 
lessons in Afrikaans and English and the parents pay school fees and the school is classified 
as a quintile four school.  
Participants (SAT) Class background 
(schooling and 
residence)  
Gender  Years in teaching  Grade 
teaching  
SAT1 Upper class 
Attended middle 
class schools and 
resided in middle 
class communities.   
Female  4 years  Grade 4 
SAT2 Middle class 
Attended middle 
class schools and 
resided in middle 
class communities.   
Female 19 years  Grade R 
SAT3 Upper class  
Attended middle 
class schools and 
resided in middle 
class communities.   






Table 3.2: School B demographics 
 
School B is a secondary school in a working-class township community with the majority of 
learners and teachers coming from working and lower middle-class backgrounds. The 
school mainly offers lessons in English and four various native languages. The parents do 
not pay school fees and the school is classified as a quintile three school. 
Participants (SBT) Class background  
(schooling and 
residence) 




SBT1 Working class  
Attended working 
class schools and 
resided in working 
class communities.   
Male   12 years 8 to 12 
SBT2 Working class 
Attended working 
class schools and 
resided in working 
class communities.   
Male 5 years 8 to 10 
SBT3 Working class  
Attended working 
class schools and 
resided in working 
class communities.    
Male 9 years  8 to 10 
SBT4 Working class  
Attended working 
class schools and 
resided in working 
class communities.   






3.5.1 Definitions of sample  
Best and Kahn (2006) define a population as a group of individuals with at least one 
common characteristic that distinguishes the group from other individuals or groups. 
In this study, the target population was teachers. Despite the study adopting a case 
study design, it was difficult for the study to investigate the entire school population, in 
this case, the total population of teachers from two schools. For a study of this size 
and scope, the entire school population would be too large and diverse to be able to 
generalise the findings hence, the necessity to have a target population. To limit the 
study, it is of significant importance to select a sample from the target population that 
would form the basis of the research study. In other words, a target population consists 
of a specific group – in academic research referred to as a sample – to whom findings 
are generalisable. A sample is defined as a portion of the studied population (Nworgu, 
1991) selected for observation and analysis (Best & Kahn, 2006) with the intention of 
finding out something about the total population (Mouton, 1996). Additionally, the 
process of sampling a population in case study design should be purposive; hence, 
case study designs often use judgemental or information-oriented sampling 
techniques, in this case purposeful sampling (Flick, 2014; Kumar, 2011).  
3.5.2 Purposeful sampling  
According to Kumar (2011) in case studies, the researcher’s objective is not to select 
a random sample but a case that can provide the researcher with as much information 
to help understand the case comprehensively. For the purpose of this study, 
purposeful sampling was used to select the first two teachers to participate in the focus 
group interviews. A snowballing methodology was employed to select other 
participants from both schools. According to Flick (2014) the researcher asks the first 
participant for contacts and addresses of other potential participants for the study. In 
the study, snowballing meant that the first participants recruited other participants for 
the study. Purposive sampling was appropriate for this study since it enabled the 
researcher to focus on participants with similar experiences. According to Maree 
(2010), stratified purposive sampling refers to the selection of participants in 
accordance with predetermined criteria that is relevant to specific questions (e.g. 
teachers of a particular class background at a school of a particular class). The 
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advantage of purposeful sampling is that due to participants’ lived experiences, the 
participants provide rich information (McMillan & Schumacher, 2006). This resonates 
with the work of Merriam (2009) who asserts that the logic and power of purposeful 
sampling lies in selecting information rich cases which are cases one can learn greatly 
from about issues central to the purpose of the study. Meaning that purposeful 
sampling helps the researcher to discover, understand, and gain insight; therefore, the 
researcher should select a sample with a lot to be learned (Merriam, 2009).  
3.5.3 Sample criteria  
To begin purposeful sampling, it is first necessary to determine what selection criteria 
are essential in choosing people or sites studied. For this study, when choosing the 
participants for the observations and interviews the following selection criteria were 
applied. The school had to be within the provincial borders of Gauteng province, the 
schools had to be public schools occupying different levels of the quintile system, and 
the participants had to be teachers with varying class backgrounds. This was an 
essential criterion as the aim of the study was to explore the role of teachers’ class 
background in classroom practices.  
Using the location of the school within the province and the quintile system, from the 
two schools: 
 One school should be located in a suburban or peri-suburban area and 
classified between quintile four and quintile five by the Gauteng Department of 
Education. 
 One school should be located in a township and classified between quintile one 
and quintile three by the Gauteng Department of Education.  
The assumption with schools from suburban and peri-suburban areas is that by virtue 
of location, they may be serving middle-class learners and the teachers may be of 
middle-class backgrounds, while with townships schools, the assumption is that both 
the teachers and learners may be from working-class backgrounds. 
3.5.4 Sample size justification  
Creswell (2014) believes that the sample size depends on the qualitative approach of 
the study and studies that apply the case study design usually include four to five 
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cases. However, due to the scope and nature of this study, the sample comprised of 
two schools (cases) with seven teachers. This is in line with the multiple case approach 
(selection of two or more cases in a case study design) this study adopted. The initial 
sample of teachers from each school was four teachers, selected on the grounds of 
the class background they ascribed to themselves; the aim being to have teachers 
from different class backgrounds participating. However, in one the schools, one 
participant withdrew just prior to the interviews. Since the risk with a single case study 
(single school) can be the representativeness of the chosen case, the extent to which 
generalisability is possible and the vulnerability to confirmation of researcher’s bias 
(Rose, Spinks & Canhoto, 2014) from a study design perspective, the selection of 
more than one school permitted the study to have findings considered robust. 
3.6 Data Collection Methods 
Denscombe (2007) states that case study research design allows for a variety of 
methods in data collection. Although it is possible to use a single method, multiple 
methods are an important data collection aspect of a case study design (Kumar, 2011). 
Various scholars (Creswell, 2009; Kumar, 2011; Patton, 2002) assert that focus group 
interviews and other instruments such as observations and document analysis are the 
commonly used instruments of data collection for qualitative studies. Merriam (2002) 
contends that observations and interviews are the major means of collecting data in 
qualitative research and when combined, they offer a first-hand account of the 
situation under study and allow for a holistic interpretation of the phenomenon 
investigated. After considering the methods used by other studies recorded in the 
review of the literature reported in Chapter Two (Lareau, 2003), it was evident that 
focus group interviews would be an acceptable method for data collection in studying 
the influence of class backgrounds on teaching practices. In light of the 
aforementioned, the data for this study was collected through self-administered 
interviews with the participants.  
3.6.1 Interviews  
Saldaña (2011) states that most qualitative studies rely on interviewing participants 
due to the reason that interviews are an effective way to elicit information directly from 
people presumed to have the required information (Hofstee, 2018). They can be a 
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verbal interchange, often face-to-face, while in some instances by telephone, wherein 
the interviewer attempts to elicit information, beliefs, or opinions from an individual or 
group (Burns, 1997). Due to their degree of flexibility, interviews are classified into 
different categories (Kumar, 2011), and the intentions of the researcher determines 
the different categories namely, structured interviews, unstructured interviews, and 
semi-structured interviews (Hofstee, 2018). To elaborate further, structured interviews 
are rigid as they ask the same questions to all participants and give them the same 
answering options usually using an interview schedule which is a written list of 
questions. Secondly, unstructured interviews are flexible, ask different questions to 
different participants, and allow the participants to answer as they see fit. Lastly, semi-
structured interviews are derivative of structured and unstructured interviews and have 
the flexibility to use an interview schedule and deviate from it either for further 
extrapolation of questions or answers (Hofstee, 2018; Kumar, 2011).  
Interviews, together with open-ended questions, are a common data collection method 
for case studies. This study adopted semi-structured interviews since they 
complement focus group interviews (Hofstee, 2018). Focus groups are a qualitative 
data collection technique wherein the attitudes, opinions, and values of a small number 
of participants are explored through in-depth open-ended questions (Hofstee, 2018; 
Kumar, 2011). Focus groups are different to group interviews. According to Kumar 
(2011), focus group sampling is purposeful since they investigate a common trait, 
contrary to group interviews where sampling is not commonly purposeful. Focus 
groups are good when your research questions deal with a particular subset of a 
population with a particular background (Saldaña, 2011). The size of the focus group 
is a debated aspect of the technique, with some scholars claiming that focus groups 
should comprise of six to 10 participants (Creswell, 2014), while other scholars say a 
small group of three to six participants (Saldaña, 2011). Beyond this debate, most 
scholars agree that the researcher determines the focus group size, and the size 
should be sufficient for data analysis (Creswell, 2014; Hofstee, 2018; Kumar, 2011; 
Maree, 2012; Saldaña, 2011;).  
The aim of semi-structured focus group interviews was to explore general and specific 
issues relating to the influence of class background on the participants’ teaching 
practices. Open-ended questions about the participants’ notion of class, class 
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background, and how they influence teaching practices were used to enable the 
participants to give elaborate and comprehensive answers. Open-ended questioning 
connects with semi-structured interviewing and is widely viewed as the eliciting of 
narrative (Creswell, 2009; Kumar, 2011; Patton, 2002).  
The benefits of semi-structured interviews include permitting both the researcher and 
the participants flexibility to move from a set of predetermined questions to probe and 
clarify the questions and answers (Maree, 2012); the interviewer can observe the 
participants and can easily establish a rapport (Fraenkel & Wallen, 2009). In terms of 
focus groups, they are less expensive since people gather in the same room, they 
have a less complicated design, are less time consuming when managed well, and 
the information generated can be detailed and useful to study a broader scope of 
issues particularly issues of diversity (Kumar, 2011). However, due to the limited size 
of focus groups they cannot help the researcher understand the extent of issues. To 
add, the researcher may introduce their bias and the participants may provide overly 
cautious answers. Furthermore, if not carefully directed the data may reflect the 
opinion of the dominant participants in the group (Creswell, 2014; Fraenkel & Wallen, 
2009; Hofstee, 2018; Kumar, 2011; Maree, 2012; Saldaña, 2011). 
The focus group interviews took place during the national lockdown when schools 
were closed as an attempt to control the spread of the Coronavirus. The interviews 
took place through telephonic conference calls, where the participants of the same 
school participated in the same conference call. With the permission of the 
participants, all sessions were audiotape recorded and later transcribed while 
important points were scribed during the interview to allow for further probing. This 
was to give the researcher a chance to analyse the data afterwards, moreover, to 
enhance the credibility of the information collected. The purpose of interviews was to 
firstly establish the participants’ sense of class and secondly investigate how the 
participants linked social class with classroom practices. To validate the accuracy of 
the recorded data, the participants were later handed the transcriptions and the data 
analysis (McMillan & Schumacher, 2006). 
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3.6.2 Data collection process 
This section presents the data collection methods from each of the data sources used 
in this study. The data collection process began with receiving permission from 
respective stakeholders, which included the provincial department of education, the 
principals of schools, school governing bodies (SGBs) and teachers, in that order. To 
be able to collect data at schools in the Gauteng province, it is imperative to obtain 
permission from the Gauteng Department of Education prior to initiating data 
collection. Thus, the researcher submitted an application to conduct research to the 
Gauteng Department of Education which was successful, and permission was granted 
(see Appendix A). In the application the following documents were included: the study 
proposal, university ethics clearance certificate with the clearance number, interview 
schedule and school visits schedule, the participant consent forms, and the letter of 
introduction. Thereafter, the researcher sought permission to conduct research from 
the principals and SGBs of the various schools and permission was granted. An 
introduction letter detailing the purpose of the study and the target sample was handed 
out to all the teaching staff members during a staff meeting, and with it was the consent 
forms for those who fit the criteria and agreed to participate in the study. Upon 
completing the consent forms, the researcher collected the completed forms from the 
participants. From those who indicated interest to participate, the researcher initiated 
the snowball method, through them, to reach the targeted number of participants. The 
snowball method is wherein the researcher, through consultations, request 
participant(s) to approach other participants (teachers), who they thought fit the 
purpose of the study, to participate with them in the study. This allowed for the 
selection of participants in a short space of time. Furthermore, it also allowed the 
researcher to communicate the objectives of the study with the participants and 
schedule days for interviews. Focus group interviews held with teachers from the same 
school served as the primary source of data. 
The data collection process began with the focus group interviews with three 
participants from school A, followed with four participants from school B. One of the 
participants at school A, withdrew participation just as the telephone conference was 
about to start, by not answering or returning calls from the researcher. Due to time 
constraints for all the involved parties, the researcher opted to continue with the three 
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available participants from school A. The interviews were conducted telephonically 
using a conference call format, wherein the researcher called all the participants and 
merged the calls to form one open phone call. This enabled all the participants 
including the researcher being able to engage in the same conversation at the same 
time. The interviews were audio-recorded and transcribed before the next interview 
session. Audio recording allowed the researcher the opportunity to transcribe the 
interviews and relive the moments of observation to be able to conduct an in-depth 
analysis. Additionally, the focus group interviews with participants helped to 
understand the teachers’ lived experiences and class backgrounds.  
3.7 Data Analysis  
Upon collecting data, qualitative researchers sort the information to give it order and 
sense (Saldaña, 2011). Unlike numerical data, text and image data is dense and rich, 
therefore, not all of the information is used in a qualitative study (Creswell, 2014). 
Hence, the process of analysing data in qualitative research includes identifying 
themes and describing what you have discovered during your interviews or 
observation rather than subjecting your data to statistical procedures (Bowen; 2009; 
Creswell, 2009; 2012; Kumar, 2011; Mouton, 2001; 2012; Owen, 2014). In essence, 
the researcher organises the information into a small number of themes, usually 
between five to seven (Creswell, 2014). There is no standardised method of organising 
and analysing data for qualitative researchers (Saldaña, 2011) but the researcher’s 
data analysis method should fit the purpose of the study (Kumar, 2011), which in this 
case was to answer the research study’s questions by focusing on the meaning 
participants held about a social phenomenon or problem (Creswell, 2012).  
In this study, the data collected through the focus group interviews was audio recorded 
and the researcher also made field notes during interviews and analysed the data 
immediately after each interview. To ensure the trustworthiness of the study, the 
interview findings or final reports, summaries from field notes, and findings were 
subjected to member checking, and the data collected from the interviews was 
triangulated. The data from the interviews and observations were analysed in a two-
step method: the first step was a more general procedure of data analysis against the 
literature, while the second step entailed analysing data according to the constructivist 
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paradigm and case study design. For instance, in case study design the researcher 
gives a detailed description of the setting or individuals. Thereafter, the researcher 
analyses the data to arrive at themes. Thus, in this study interviews were transcribed 
and hand or manually coded into themes. Thematic analysis was applied using open 
coding. The researcher coded and analysed the interview transcript of school A before 
moving to the interview transcript of school B; this method allowed sufficient analysis 
for each interview. Furthermore, the researcher analysed the themes from both 
transcripts collectively to derive main themes for the study. The purpose of the themes 
was to structure and guide the data analysis and presentation. In this study, the 
themes coincided with the research questions and the literature and the results were 
presented in a narrative, descriptive analysis form.  
3.8 Trustworthiness  
It is incumbent of the researcher to assure that the findings are accurate from both the 
participants’ and the readers’ perspectives (Creswell, 2014). Despite the answers to 
research questions of qualitative studies being explored through multiple methods and 
procedures, the data collection instruments have to work according to their designated 
purpose – validity – and also show consistency when used multiple times – relativity 
(Creswell, 2014; Kumar, 2014). The possibility of attaining validity and reliability in 
qualitative methods as compared to quantitative methods is an area of great debate, 
as Creswell (2014) mentions that validity and reliability do not carry the same meaning 
in qualitative studies and quantitative studies. In fact, the words validity and reliability 
in qualitative research are trustworthiness, authenticity, and credibility. Similarly, in the 
constructivist paradigm, trustworthiness and authenticity are used to judge the 
goodness and quality of methods (Guba & Lincoln, 1994). According to these writers, 
the following indicators namely credibility, transferability, dependability, and 
confirmability determine trustworthiness (validity and reliability) in qualitative studies 
(Guba & Lincoln, 1994). As a rule, trustworthiness and credibility are about the 
researcher’s honesty and integrity; in qualitative studies they refer to when the 
researcher informs the reader about the research process (Saldaña, 2011). The writer 
clarifies that there is no single method of attaining trustworthiness in qualitative 
studies, instead, different scholars achieve it differently. For example, some scholars 
state the duration of the fieldwork, others indicate the amount of data they gathered, 
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while other scholars state the analytical or ethical challenges that they encountered 
during the research process.  
Likewise, the researcher should clarify their bias, or the bias brought by the research 
design (Creswell, 2014; Kumar, 2011; Maree, 2007). For instance, researchers 
deploying the case study research design attempt to understand the setting of the 
participants by spending extended periods of time on site reflecting and revising 
meanings of the site (Creswell, 2014; Stake, 1995; 2000). Outside the fact that 
analysis in a case study design provides unique information, the researcher’s 
background and personal experiences influence the analysis and this is termed 
researcher bias (Creswell, 2014; Saldana, 2011; Stake, 2000; Yin, 2003). 
Furthermore, in qualitative studies, the role of the researcher is integral in the research 
process since they are the primary data collection instrument and analyse the findings 
to generate the participants’ subjective meaning of the problem. For these reasons, it 
is necessary for the researcher to identify their personal values, assumptions, and 
biases at the onset of the study (Creswell, 2009; Maree, 2007; Saldaña, 2011).  
To mitigate challenges of bias, the researcher should clarify the bias they bring to the 
study. At the centre of their research should be reflexivity, meaning the researcher 
should highlight the role their background – for instance, gender, race, culture, history, 
and social class – contributed to the analysis and interpretation of findings (Creswell, 
2009). It is imperative that qualitative researchers acknowledge the importance of 
being self-aware and reflexive about their role in the process of collecting, analysing, 
and interpreting data (Korstjens & Moser, 2018). Therefore, data gathered from all 
data collection instruments should be supplemented with reflexive notes. In this 
instance, my personal experiences shaped my perception of the role teachers’ class 
backgrounds play in teaching practices. As an illustration, I completed my schooling 
at a working-class black township school and later studied a four-year bachelor’s 
degree in education between the years 2011 and 2014. During that period I completed 
an annual prospective teacher’s school practicum at schools occupying different ranks 
on the quintile system, meaning schools that serve communities of different social 
class backgrounds. After completing the bachelor’s degree, I worked for five years at 
a high school in a township and I am currently a junior lecturer in the faculty of 
education at a South African university. In short, I am a black lecturer from a working-
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class background (family, school, and community), and later graduated at a university 
that holds a different class position to my background. Through working in working-
class communities and a middle-class university, I experienced class mobility from 
working class to lower middle class as per the literature in Chapter Two. 
 This profound involvement in education, particularly classroom practices, brought 
certain biases to this study. Thus, scholars such as Maree (2007) and Shelembe 
(2014) propose that the researcher should at all times be mindful not to project their 
own understanding and objectives into data collection or data analysis. Meaning, the 
researcher should follow the guidelines of the research methodology they opted for, 
when collecting and analysing data. Despite efforts to ensure objectivity, the 
possibilities of these biases shaping the manner I viewed and comprehended the data 
exist. To counteract bias, the use of multiple methods enabled me to supplement one 
with another and generate adequate data. In this study, the researcher critically 
examined the data collection steps in order to assess credibility of the design and 
findings.  
3.8.1 Credibility   
Credibility is the equivalence of internal validity in quantitative studies (Korstjens & 
Moser, 2018). It is about establishing the correctness of the findings from the 
perspective of the participants (Kumar, 2011) achieved through the researcher 
employing certain strategies (Creswell, 2009). Strategies that ensure credibility 
include member checking, wherein the researcher takes the findings of the study to 
the participants for confirmation, concordance, congruence, and approval (Creswell, 
2009; Kumar, 2011), prolonged engagement, persistent observations (Korstjens & 
Moser, 2018), citing key scholars in the literature review, and direct quotations of 
participants in the analysis section (Saldaña, 2011). In this study, the researcher 
established credibility through member checks wherein the interview transcripts and 
focus group discussions were sent to participants for feedback. This was repeated 
halfway through the study to enable the participants to correct misinterpretations and 
at the end of the study, the findings were presented to the participants to confirm the 
theory. Furthermore, the study established credibility through prolonged engagement, 
wherein different questions about the teachers’ perceptions of class and teaching 
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practices were asked together with follow-up questions and the participants were 
encouraged to support their answers.   
3.8.2 Transferability 
Transferability refers to the extent in which the findings of qualitative research 
accurately represents the concept under study and the degree they can be generalised 
in other settings (Bush, 2002; Kumar, 2011; Merriam, 2009). In qualitative studies, it 
is not always possible to repeat the same research and yield the same results since 
human behaviour is never static (Maree, 2007). This study explored class habitus of 
teachers which is an intangible and evasive concept for findings to be particularly 
replicated. It is also difficult for one to generalise the findings of a case study research, 
since case study research design is concerned with producing a deep understanding 
of the concept investigated, thus it avoids generalising findings to other situations. In 
order to render the transferability of this study the researcher provided thick description 
of the participants and the research process to enable the reader to assess whether 
the findings are transferable to their setting. The descriptions included the participants’ 
settings, context of the research, sample, sample size, sample strategy, and the class 
backgrounds of the participants.     
3.8.3 Dependability  
Dependability closely resembles reliability in quantitative research and is concerned 
with the possibility of having the same findings if we observe the same thing twice 
(Kumar, 2011). It is concerned with consistency between the analysis process and the 
research design in which someone outside can follow the research process (Korstjens 
& Moser, 2018). In general terms, it is difficult to establish dependability in qualitative 
research; furthermore, it is incongruous with both the constructivist paradigm and case 
study research design since it is premised on a single truth. Nevertheless, in this study 
dependability was established by a clear account of the research process, specifically 
data collection and analysis steps, complemented with an audit trail. Dependability 
was also obtained through correlating the data collection methods, analysis, and 
findings with other scholars’ work.    
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3.8.4 Confirmability  
Confirmability refers to the extent that findings can be corroborated by others; it is 
concerned with the researcher’s findings, whether they are based on the participants’ 
narratives rather than researcher bias (Korstjens & Moser, 2018). In order for the 
results to be compared, other researchers have to follow the same data collection 
processes in an identical fashion (Kumar, 2011). It is synonymous with reliability in 
quantitative research, and is more about the applicability of the study beyond the 
sample; however, in qualitative studies it is not always possible to yield the same 
results due to the reasons that qualitative studies mostly investigate things that 
constantly change, i.e. human behaviour, feelings, experiences, and perceptions 
(Kumar, 2011). In qualitative studies, it is difficult to replicate methods, but an 
extensive description of research methods can achieve confirmability. In this study, 
confirmability was low due to the nature of the case study research design and the 
research methods adopted. Nevertheless, the process of triangulation addressed 
confirmability by examining the evidence produced by different data sources 
(Creswell, 2009; Saldaña, 2011); secondly, an audit trail was adopted to record the 
decisions made during the research process.   
3.9 Ethical Considerations  
Educational research is about the discovery and production of new knowledge, but 
also about honesty and integrity. For McMillan and Schumacher (2011), in educational 
research the researcher is ethically responsible for protecting the rights and welfare of 
the subjects who participate in the study. For this study, an application for ethical 
clearance was submitted to the University Ethics Committee. Permission to conduct 
the research and to publish the findings was obtained from the Faculty of Education 
Research Ethics Committee (see Appendix B). The public nature of schools requires 
one to seek for permission from the Gauteng Department of Education (GDE) before 
conducting research. The GDE granted this study permission to be conducted at 
schools in Gauteng province (see Appendix A). The final step was to obtain permission 
from the principals, SGB, and teachers (participants) which was granted.  The age of 
participants allowed them to legally give assent on the participant informed consent 
form (see Appendix C) that was distributed to them. Burns and Grove (2001) define 
informed consent as the prospective subject’s agreement to participate voluntarily in 
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a study, which is reached after the discussion of essential information about the study. 
The teachers gave consent to voluntarily take part in the study. Therefore, the 
researcher, the school management, SGB, and the university did not compel 
participants to take part in the study. Additionally, it was made explicitly clear that they 
had the right to terminate participation at any given moment without such termination 
having any adverse effects on them. Before handing out the informed consent letters, 
the researcher ensured that the agreement to participate in the study was based on 
the participants’ full understanding of what the study entailed. This was achieved by 
means of the researcher explaining the roles of the participants in the study and the 
expectations of the researcher together with the benefits and risks of participating in 
the study. The researcher further made it clear to participants that they had unlimited 
opportunities to ask for clarity on any aspect of the research before agreeing to 
participate. The first step towards building trust with the participants was to involve the 
participants on deciding on the dates and times for classroom observations and 
interviews.  
There were minimal risks associated with participation in this study. Permission to 
audio record the interviews was sought during the introduction between the researcher 
and the participants. While the possibility of identification is always a risk (Creswell, 
2012; Punch, 2009), participants were assured that the school and their names would 
not be recorded. To ensure anonymity, the school and all participants were given code 
names. When participants are promised confidentiality it means that the information 
that they provide will not be publicly reported in a way which identifies them (Polit & 
Hungler, 1995). Another risk is the potential of interviews consuming teaching, 
administrative, and personal time. The interviews were scheduled for an hour and a 
half, yet the interviews averaged between one hour and thirty minutes to two hours. 
Additionally, participants were at all times made aware of the option of taking short 
breaks during the interviews. 
3.10 Chapter Summary  
This chapter provided a description, discussion of, and justification for the research 
design and methodologies that were selected to gather data on the influences of 
teachers’ class backgrounds on classroom pedagogic practices. The chapter began 
60 
 
by providing the research constructivist paradigm that informed the research design 
of the study which allowed the chapter to move on to providing a description of the 
research design. The study took the form of a qualitative case study which was 
interpretive in nature. The crucial element of case study research is the ability to use 
a combination of data collection methods. Thus, the study used purposive sampling 
which allowed a multi-method approach and data was collected by means of focus 
group interviews. Issues of data analysis together with issues of trustworthiness and 
ethical concerns were addressed in the closing stages of the chapter. The next chapter 
presents a discussion of findings, demographic background of participants, and a 

















PRESENTATION AND INTERPRETATION OF FINDINGS  
 
4.1 Introduction 
The previous chapter presented a discussion on the research design and 
methodologies used to collect data on the influences of teachers’ class background 
on classroom pedagogic practices. This chapter presents the data collected and 
discussion of findings from the data collected using focus group interviews. The study 
employed semi-structured focus group interviews to collect data. The interview 
schedule is in Appendix C. The data analysis intended to respond to the main research 
question: Does teachers’ class background impact on classroom pedagogic 
practices? Additionally, this chapter includes the sample demographic information, 
using tables to summarise the information. Lastly, this chapter describes the process 
(thematic analysis) employed to analyse focus group interviews transcripts to discover 
emerging themes.   
4.2 Discussion on Findings  
The discussion is organised by the final collection of themes and sub-themes that 
emerged from the thematic analysis of interview transcripts of the data collected in this 
study.  
 Theme 1: Teachers’ perception of class 
 Theme 2: Impact of class background on teachers’ school choice and learners’ 
academic attainments 
 Theme 3: Factors that inform pedagogic practices 
 Theme 4: The advantages and disadvantages of teachers’ class backgrounds 
on pedagogy 
 Theme 5: Pedagogic strategies addressing class disparities   
 
Table 4.1 below provides an overview of themes and corresponding sub-themes that 




Table 4.1: Overview of themes and sub-themes 
Theme Sub-themes  
Theme 1: Teachers’ perception of class Sub-theme 1a: Economic grouping 
Sub-theme 1b: Application of class in education   
Sub-theme 1c: Views on effects of class upbringing 
Theme 2: Impact of class background on 
school choice and academic attainments  
 
Theme 3: Factors that inform pedagogic 
practices 
Sub-theme 3a: The influence of teachers schooling  
Sub-theme 3b: The influence of the school cultural 
capital and colleagues’ cultural capital on pedagogic 
practices  
Sub-theme 3c: The impact of school parents’ cultural 
capital on pedagogical habitus  
Theme 4: The advantages and 
disadvantages of teachers’ class 
backgrounds on pedagogy 
Sub-theme 4a: Teachers’ class habitus enhance 
pedagogic practices 
Sub-theme 4b: Teachers’ class habitus impede 
pedagogic practices 
Sub-theme 4c: A deficit pedagogic habitus  
Sub-theme 4d: The impact of social mobility on 
pedagogic practices 
Theme 5: Class based pedagogic 
strategies 
Sub-theme 5a: Adapting modern learner-centred 
pedagogic practices 
Sub-theme 5b: Class based school practices 




4.2.1 Theme 1: Teachers’ perceptions of class 
The first theme records teachers’ understanding of the concept ‘class’ and the 
perceived impact of class on education. Bourdieu’s theoretical framework of habitus, 
that is the subconscious forms of viewing and categorising the world and all that is in 
it without realising, informs the study in that the participants’ nuanced understandings 
of class are constitutive of the self in relation to the world. Therefore, the theme reports 
on the class habitus of participants, comprised of views, understandings, and feelings 
that participants expressed about class. Existing studies (Cui, 2017; Dwyer, 2015; 
Feldman, 2016; Hoadley & Ensor, 2009) have linked various elements of teachers’ 
class habitus that affect pedagogic practices.  
4.2.1.1 Sub-theme 1a: Economic grouping 
The participants demonstrated some understanding of the concept class, particularly 
in the sense of the grouping of people based on their access to economic resources, 
the amount of wealth they inherit, the wealth they generate and the lifestyle they live. 
SBT1, SBT2 and SBT3 stated: 
Class is about grading or the separation of things and the example that I can 
give is we have middle class, low class and high-class people based on the 
levels of income. 
In general, it's going to be the possessions which they have. So if you have 
certain possessions like a car or a house – that counts; and if you possess 
investments and wealth then you’re in a high class but then if you lack any of 
the above then you are in a lower class. 
I concur that class has to do with the grouping of certain individuals or 
whatever it is that you contextualise based on what you work with at that time 
to see how they function together. While looking at similarities in that particular 
group and differences in that particular group. In most cases we look at 
classism as Max and attaching it with income  
The findings from the literature review reinforce this finding; the general sense of class 
involves ranking and grouping people based on economic activities they are involved 
in and ultimately the wealth in their possession. This view originates from the work of 
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Max Weber (1968:302) who defines class as follows: “A class situation is one in which 
there is a shared typical probability of procuring goods, gaining a position in life, and 
finding inner satisfaction”. Despite the participants mentioning that class exists through 
a collective of people, the participants’ general understanding of class is incongruous 
with Bourdieu’s notion of class. It is rather more Weberian since they primarily 
understand class in economic terms as Weber asserts that all the assets one 
possesses only makes sense in economic contexts, hence the use of market situations 
to identify class (Breen, 2005). In contrast, Bourdieu’s notion of class involves the 
manifestation of patterns of societal practices that reproduce the structures that inform 
habitus.   
Some participants highlighted the discrepancies imbued in the South African 
conceptualisation of class. SBT4 noted:  
I think we can even base this question on looking at the South African context, 
if we take the Apartheid government in relation with the present government, 
we're going to see that black people were very underprivileged as compared 
to the white people. So this resulted in a discrepancy in terms of class and 
rankings. I can also use a geographic perspective and say if you check 
critically areas that are being occupied by white people, they obtained them 
because of the previous government, that is the white government. 
But now also those privileges that people had in the previous times or 
generations, it is them that made them to even have greater privileges even 
today in the present times. To say, possibly if my parents were working for a 
white farmer, as time goes by even the dependents of my parents are going 
to have less income and are going to maintain or inherit whatever things that 
have been left by the parents.   
The remarks of SBT4 resonate with the points advanced by Chisholm (2012) that in 
South Africa, people do not occupy class positions solely by the income they generate. 
The country’s racial and political past contribute to the country’s class structures; 
having said that, it does not translate that currently there is an increase in the black 
middle class in South Africa. Admittedly, even though there is a rise in the black middle 
class, the profound impact of apartheid policies maintain race as one of the forecasters 
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of class in the country (De Kadt, 2009; Seekings, 2003). Evident in the sample of this 
study, school A is a middle-class school located in town with predominantly white 
teachers with middle- or upper-class backgrounds, while school B is a working-class 
school located in the township with predominantly black middle-class teachers with 
working-class backgrounds. Furthermore, nuanced racial conceptualisations of class 
are seen in the remarks of these two teachers: “I also went to public school and both 
of them were middle class and the communities also, they were both in town but now 
they are lower class schools. But when I was still a student there, they were middle 
class but they both degraded. The location and the communities were more for the 
middle-class people” (SAT2). “Even the area which the school is located in is a white 
dominated area” (SBT4).  
Undoubtedly, class identities are a culmination of various identities i.e. race and 
gender; additionally, in education, class identities are associated with authority and 
competence. SBT4 alluded to the difference in teaching practices between a township 
school and a middle class to race.  
I think they are very different. I think what makes them different is the 
management of the schools is dominated by white people so this makes the 
learning environment and practices to be more stricter than the government 
schools that I went to, like my primary or secondary. 
I have learned and obtained better skills in terms of  classroom management 
from my previous school [middle-class school] because even though the 
school was dominated by black kids, having to know that management was 
white people, it made learners to be able to grasp and fit and accept the 
system that was imposed on them by the white management.  
Blommaert and Makoe (2011) explain the afore-sentiments by stating that former 
Model-C schools  respond to its diverse learner population focus on cultural 
assimilation wherein the general teaching and learning practices tend to perpetuate, 
as well as organise the adoption of specific traits, demeanours, and ways of being.  
When asked about the racial composition of learners and teachers at the previous 
school (former Model C) SBT4 worked at, he said, “not really because when the school 
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was being led by a black principal, many white individuals had moved. So when I got 
there, I think 80% of the learners were black, 10% Indians and 10% white.”  
Therefore, the transition from the apartheid regime to a new democratic political 
dispensation created new class disparities in education. The middle class invest time, 
money, and necessary effort in education in order to conserve and to increase cultural 
capital (Bourdieu, 1977). On the one hand, class mobility leads to the improvement in 
the living standards; on the other hand, the competition for higher status by gaining 
more capital is highly intensified by the gradual increase in the competitiveness of the 
market. Therefore, what ought to present the opportunity to increase equality turns out 
to increase the prerequisites for economic, social, and cultural achievement. 
Subsequently, the education that previously gave access to top cultural distinction is 
now a necessity for reaching middle-level distinction (Bourdieu, 1977). 
4.2.1.2 Sub-theme 1b: Application of class in education  
The teachers indicated that classism can be applied in education, as seen with SAT2 
and SAT3 including the school as an area of class grouping. SAT1 said: 
My understanding of that concept is in a school context, lower class is when 
you do not have enough resources at school, middle class don’t have the best 
resources like sport grounds and the likes but have classroom resources like 
a projector and then higher class have a lot of classroom resources that you 
can use in the classroom.  
Likewise, SBT3 associated class with cognitive competence stating that in education, 
learners that underperform will be categorised as lower class while the standard and 
good performers are allocated as either middle or upper class. “So when you take the 
same concept [class] now of category and standard back to education - it's going to 
be a group of learners who are assumed to be in the same competence level.” SBT3 
also said: 
When it comes to learners it's going to be a cognitive thing. We are still there 
that when you come from a certain class you must possess these things right? 
And, you must have learned a certain knowledge or information - so when it 
comes to schools, it's going to be information. In a school environment then 
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I'd divide them according to the information they know and also skills like how 
clever are they and whether you can understand concepts more quicker then 
I'll put you in an upper class, but if you don't grasp information very well then 
I'll put you in a lower class. 
The findings are a reflection that class is a stratifying concept, ordering attributes 
hierarchically; they are also evidence that class in the form of cultural capital can exist 
in three distinct forms, namely the embodied, objectified, and institutionalised 
(Bourdieu, 1986). In education, class includes teaching and learning (institutional 
cultural capital), the availability of certain teaching resources (objectified cultural 
capital), and specific learner behaviour (embodied cultural capital). Blommaert and 
Makoe (2011) state that the models for class categories are historical, and that makes 
them ideological. Against that backdrop, the findings suggest that learners’ class 
identities inform teachers’ expectations and judgements of learners’ cognitive abilities. 
Similar with the findings of Dunne and Gazeley (2008) who found that teachers’ 
identifications of underachieving pupils overlapped with, and were informed by, implicit 
understanding of learners’ class situation, teachers used stereotypes to position 
learners within educational and occupational hierarchies.  
4.2.1.3 Sub-theme 1c: Views on effects of class upbringing  
The class upbringing of participants at school A ranged between the middle and upper 
class. The participants put forward various aspects of their upbringing that they 
thought made their upbringing either middle or upper class. For instance, attending 
public schools in town, always having enough at home, parents working, using the 
language of teaching and learning at home, and visiting at least one of the following 
places: aquariums, camping, the beach, zoos, museums, and the library. SAT1 said, 
“I think mine was middle class, no I can actually say upper class because there were 
always enough resources, it was not like there was a shortage of resources”.  
Furthermore, the middle-class participants at school A considered their upbringing 
advantageous in the modern world and at work. SAT1 and SAT3 said their upbringing 
is advantageous at work, since they had access to resources that were relevant then 
and are still relevant today, such as technological gadgets. Furthermore, the language 
spoken at home was the language used at school.  
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I don’t think my upbringing was a disadvantage, we spoke Afrikaans also but 
sometimes like when I was in school in town I was in a English and Afrikaans 
school so that also taught me how to me how to adjust and so on. So, I don't 
think my upbringing was a disadvantage because the universal language is 
English for this modern world. As a child, I also had a lot of access to 
technology in my upbringing. Considering that technology is still a big thing in 
this modern world.  
SAT2 gave a neutral response that class upbringing can work both ways and be 
advantageous and disadvantageous. “That is a difficult question because sometimes 
you can use your culture and class as advantage and sometimes it’s going to be a 
disadvantage because of language barriers and your culture and all those things”.   
On the other hand, the participants at school B linked their upbringing with working-
class modalities. The participants used parents’ lack of education, the living conditions 
at home, the type of schools they attended and the location of their residence as 
indicators of working-class upbringing. Unlike the participants at school A, neither the 
school nor parents of the participants in school B took the participants to visit places 
such as zoos, museums, and aquariums. SBT3 said “Lower class. First of all the 
school that I went to was under-resourced, underperforming, nothing was taken 
seriously there”. Similarly with SBT4: “The reason why I say my upbringing was that 
of a lower class is that when I look at my parents, I was raised by a single parent and 
when I look closely at her educational background, it is very poor”.  
The working-class participants’ living conditions at home did not permit their parents 
to purchase books, visit the zoo, aquariums, and acquire a personal tutor. SBT3 
mentioned, “Like I was not exposed to things that are very informative, so we never 
went to any excursions and museums and those things”. Correspondingly, SBT4 said:   
When you look critically at the way I was raised, it is very different, it is not the 
same or maybe in the environment that you got books or maybe before 
bedtime you would be given a chance to read or maybe my mother would 
come to me and read books for me. No it was very different. When I grew up, 
I used to see my mom feed us from hand to mouth so whatever thing that she 
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had it was for her to buy food and feed the family. So such times whereby we 
do have time to read or buy books that are going to enhance our learning or 
our understanding of academics, were not there at all. 
Hence, the working-class participants at school B mentioned that their class 
background was disadvantageous in the modern world. It is important to highlight that 
the disadvantage is particularly on pedagogic practices. As seen with SBT3 stating: 
“Not that I am complaining but it is a disadvantage because it does not give you the 
skills that you are going to need in the modern world and also for the workplace”. SBT1 
also said: 
The disadvantage of class, because I am from a lower class, the issue is that 
some of the things I needed then I could not access them because my parents 
could not afford them. You may find that I needed a dictionary then, my mother 
could not afford that, I needed some kind of extra books, my mother could not 
afford, so the lack of resources created a gap between me coming from a 
particular area and family compared to someone who stayed in town and 
could access all those things. 
The findings reported above, under Theme-1c, are congruent with the findings of 
Rehbein (2018) who reported that the South African middle class is twofold, comprised 
of people born in it (inherited cultural capital) and people who acquired it (acquired 
cultural capital). The participants at school A inherited middle-class cultural capital 
while participants at school B inherited working-class cultural capital and acquired 
middle-class cultural capital in objectified and institutional forms.  
The middle-class teachers’ upbringings were saturated with cultural resources that 
gave them a head start compared to working-class teachers. In essence, teachers 
from middle-class backgrounds inherited cultural advantages that operate beyond, 
although often parallel to, favourable economic situations (Bourne, 2015). 
Furthermore, the middle-class teachers’ parents invested the cultural capital they 
passed on to their children (in this study the children are now the three participating 
teachers) in good middle and upper class schools and visiting specialist sites such as 
aquariums, the zoo, camp sites, and museums. Consequently, that helped develop 
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the participants’ pedagogical habitus by implanting desirable knowledge capital which 
benefits pedagogic practices. The findings are in line with the work of Bourdieu (1984) 
that states in education, the dominant understanding of the legitimate way of 
appropriating culture and works of art favours those who have had early access to 
legitimate culture, in cultured households, outside of scholastic disciplines (Bourdieu, 
1984: 69). As seen with the findings of Bourne (2015), middle-class parents inculcate 
culture rich with intellectual content complementary to the requirements of educational 
institutions and formal examinations. 
Conversely, the working-class teachers’ upbringings lacked cultural resources valued 
by the educational system. The working-class cultural capital provided the working-
class teachers with cultural resources that are undervalued in the education system. 
To put it differently, in terms of pedagogic practices, the working-class capital 
possesses lower value compared to middle-class capital. The findings of this study do 
not render the working-class cultural capital, found in working-class teachers, 
unusable. Rather, the study found that the working-class backgrounds are compatible 
in other aspects of school and classroom practices such as maintaining order in the 
school and classroom, and creating school practices founded on cultural values, 
morals, and respect.  For instance, SBT4 indicated, “I would say it does influence the 
way I view things like my background has taught me so many things like humility”. 
Similarly, SBT1 and SBT2 both indicated that in their upbringing they were taught 
respect and values. SBT2 mentioned: “Back home we were very remote to a point we 
do not acknowledge some things and to a point that we were close in the sense that 
we were taught the same things i.e. respect, values, and so on”. SBT4 explained: 
In the sense that in my culture we believe that you have to respect everyone 
and if you do not respect your elders then chances are that you may not 
succeed in life. There is a saying that goes, your attitude determines your 
altitude. Whatever we are doing today at work is definitely a product of how 
we were raised from our backgrounds. 
Hoadley and Ensor (2009: 884), maintain that “In the working-class context, the 
teacher prioritised the child and the need for discipline and caring”, over “the 
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pedagogic identity.”  Furthermore, “students were communalized, particularly through 
the invoking of local, community identities” (Hoadley & Ensor, 2009: 884). 
The participants at school B occupy a hybrid class position with working-class 
experiences and in some cases working-class lifestyles, while occupying middle-class 
positions (Hoadley & Ensor, 2009). Reay (2001) describes this as double 
consciousness or a double hurdle, which explains that working-class teachers have 
an ideological ability to acquire social systems of two communities of thought and 
integrate them as a ‘double hurdle’. Additionally, double consciousness in the original 
sense of De Bois (1903) is the purview of oneself through the lens of others. SBT4:  
Being honest, I would say that the class and culture that I was raised in was 
very disadvantageous in the present times because if you check critically, let 
us compare a child who went to a Model C school. They are privileged 
because they were taught language at an early age compared to me. So, this 
makes them gain more opportunities in terms of work-related matters, they're 
fluent in speaking English and they are multilingual, and they are exposed to 
different things like technology. So, if I go to the workplace compared to a 
person with a good background there’s a great difference – it’s visible, you 
can be able to spot the background which I was raised in.  
The working-class teachers’ hybrid class positions mean that they constantly negotiate 
a difficult balance between a new improved identity and holding on to a sense of self 
from prior experiences (Reay, 2001). They occasionally experience dialectical 
situations since class hybridity does not sit easily with a sense of authenticity (Reay, 
2001). The finding in the quote above exemplifies the difficulty of the participant in 
locating himself in the education system in a positive manner. This might imply that 
middle class in education denotes everything that is not found at working class 
schools. Therefore, the shame of their academic background will forever indebt them 
to working-class positions (Reay, 2001).   
4.2.2 Theme 2: Impact of class background on school choice and academic 
attainments 
From the study, the factors that influenced teachers’ choice of school included the 
quality of education at the school, class size, proximity of the school from home, 
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familiarity with the school, and salary advancements. SAT1 noted: “I selected that 
school because I feel like it was a good school, it’s located at a great location which is 
good and it’s close to my house and it has a surrounding community”.  Furthermore, 
the study found that some teachers, particularly teachers from working-class 
backgrounds, did not have a guiding criterion for school choice. Teachers applied at 
schools they knew, and the availability of a job post that matched their profile of 
subjects had a great influence on school choice. For instance, SBT1 who has only 
worked at school B, stated: “After completing my degree the opportunity of working 
here was there and I took it and I would not say there was so much I looked at. It was 
just about taking the opportunity of employment”. Similarly with the study of Johnson 
and Birkeland (2003), different to their second job application was when teachers took 
their first jobs with the expectation that the new schools will provide basic resources, 
functioning infrastructure, colleagues that could mentor them and a positive, respectful 
working environment.  
Furthermore, the matter of familiarity with the school presented itself in various forms 
from different participants in this study. The majority of the teachers work at schools 
they encountered before officially working there; in return, this creates a strong sense 
of familiarity with the school. Therefore, familiarity with the school coupled with the 
availability of job posts at the school, influenced teachers’ choice of school. SBT3 said: 
“I was familiar with the school because I had done my practical’s [teaching practical] 
at the school so after I graduated, I called them up looking for space and fortunately 
they had space. So, me being familiar with the school inspired me to work there”. SBT2 
mentioned that, “with the first one [school] I was sought by a school doing practical’s 
at, but also sought by a principal of another school who was my educator and my 
mentor when I was a student teacher. So, I went to that school because of her 
excellence”. Correspondingly, a few teachers in the study opted to work at schools 
they attended. SAT3 and SBT4 work at schools they attended: “Where I am now is 
where I attended my secondary schooling”. 
Like in Johnson and Birkeland (2003), this study revealed that most teachers who have 
only worked at one school did not have a particular criterion for school choice as 
compared to teachers that have worked at two schools. Moreover, teachers that have 
worked at more than one school demonstrated the ability to practice choice for both 
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schools; nonetheless, the criterion was clearer with the second school of employment. 
SBT4 who is the only teacher at school B to have worked at a school of a different 
class, said:  
 “So what influenced work in the ex-Model C school was me trying to find 
better work opportunities because I had this understanding that the public 
schools and ex-Model C schools that the learners pay school fees ... there’s 
better opportunities in the Model C schools compared to government schools 
and in terms of money, opportunities and tools being used, they are different.  
Likewise, SBT2 said: 
While I was there, I sought for something that would challenge me and make 
me grow. Upon researching I found the school where I am currently working 
and the culture of the school was aligned with my ambitions and I called 
around and asked people and they told me about the culture of the school and 
I saw that there is a lot I don’t know – let me just go there and learn something 
of which I think I have, for example, conflict management. 
Johnson and Birkeland (2003: 21) found that teachers in search of their second school 
had clear and consistent school conditions and used the second school applications 
to study the school’s culture and norms. They particularly searched for schools that 
would make good teaching possible, allow them to practice their “day to day craft: 
appropriate course assignments; sufficient curriculum guidelines; and efficient 
systems for discipline, communication with parents, and smooth transitions between 
classes” (Johnson & Birkeland, 2003). These teachers ensured that they critically 
weigh their options carefully, before moving to the new school (Johnson & Birkeland, 
2003). 
Overall, emerging from the study, was that the class culture and class composition of 
the school contributed to the teachers’ choice of school. The teachers indicated that 
familiarity with the class culture of the school influenced their choice of school. SAT1 
said: “Yes, I would say that because the class culture is the same as the primary school 
I attended so I am used to it and like it. Like SAT 2 said, it’s in my mother tongue, and 
that’s also nice for me and that’s why I picked the school. So I like the culture of the 
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school because I am used to it”. This finding indicated that teachers have 
preconceptions about schools of a different class modality to them. The 
preconceptions contributed to the school choice for teachers. “I was of the perception 
that Model C schools they don't hire black teachers that much, so that’s why I never 
bothered with them.” SBT2 said: “For instance at a private school, I don’t think I would 
match that level of organisation at these schools as opposed to township schools, 
former Model C schools, and poor rural schools”. Likewise, SBT4 perceived former 
Model C schools as better in terms of offering better professional development 
opportunities (better salary) and desirable working environments, compared to 
township schools. 
In cases where teachers had worked at a school of a different class modality to them 
and the schools they attended, they felt displaced and gravitated back to a school of 
a similar class modality as themselves. SAT3 highlighted: 
Yes I would, because I previously taught at a school where the culture was 
different and it really made things different to teach. For example I am a 
Christian and we (teachers and learners) start the day by opening the Bible 
and praying and the previous school I was not allowed to do that so it was 
really difficult for me to not start the day off by praying. So the moment I moved 
to this current school, I was in a place where I was familiar with my culture and 
religion as well.  
SBT4, after not securing a permanent post at the middle-class school, returned to a 
working-class school.   
Despite the absence of a criterion for most teachers in terms of school choice, there 
are emerging patterns from the study. The habitus (class backgrounds) of teachers 
that have only worked at a single school matches the class background (cultural 
capital) of the school they are working at. Furthermore, teachers who have worked at 
more than one school, especially at schools with a differing class modality to their 
background, migrated to schools with class modalities that match their habitus. Even 
in the single case where the first school’s class modalities match the teacher’s habitus, 
when the teachers move to other schools, they do not migrate outside their class 
75 
 
situations. Instead, they relocate within their class situations. Despite moving within 
the same class situation, the second school possesses higher class capital to the first 
school.  
The findings concur with research undertaken by Johnson and Birkeland (2003), 
wherein all the teachers that changed schools, moved to schools that served less 
impoverished populations of students compared to their first schools. Despite the 
teachers citing close connections with students at their first schools, the working 
conditions at these schools compelled them to search for new schools where better 
working conditions were more possible, often schools serving wealthier communities 
(Johnson & Birkeland, 2003:26).  
 All things considered, familiarity with various aspects of the school, including class, is 
a pivotal determinant for teachers’ selection of schools. These findings corroborate 
with the findings of Córdoba (2006) and  Elacqua and Fábrega (2004) in Chile, where 
familiarity with the school, amongst other things, contributed to working-class parents’ 
selection of school for their children. This finding suggests another reason for lack of 
class integration at public schools in Gauteng. As seen from the study, teachers’ 
habitus do not thrive in fields dissimilar to fields that socialised them. As Bourdieu 
noted, a dialectical confrontation develops when habitus, as a structured structure, 
and objective structures, encounters different fields to those that socialised it. 
Therefore, schools remain homogenous representations of certain class modalities, 
predisposing learners to a uniform worldview in general, and a homologous purview 
of teaching and learning practices.  
4.2.3 Theme 3: Factors that inform pedagogic practices  
From the study, there were various factors that determined teachers’ pedagogic 
practices. This included the way teachers were taught, the school (work) teaching 
philosophy, the abundance of technology and other teaching resources, and the type 
of learners at a particular time.  
4.2.3.1 Sub-theme 3a: The influence of teachers’ schooling  
The participants presented varying views on whether their primary and secondary 
school teachers informed their pedagogic practices. Mainly, participants agreed that 
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their teachers informed their teaching practices. One of the reasons the participants 
reported was the close resemblance between the school environments where they 
schooled and where they work. SAT1 mentioned: “Yes, definitely because the way the 
school that I was in is kind of the way I am teaching now ... is the way it was for me 
when I was sitting in the classroom, so yes I am using exactly the same teaching 
philosophies basically”.  
The finding demonstrates teachers’ pedagogical habitus as a product of their 
educational history which predisposes teachers to certain notions of practice based 
on the structures their pedagogical habitus was structured (Feldman, 2016; Hoadley 
& Ensor, 2009; Lortie, 1975). It further shows that habitus is difficult to change, unless 
one engages in a process of self-awareness and pedagogic effort, which can modify 
pedagogical habitus (Bourdieu, 2005). 
Likewise, despite the participants’ affirmation to using pedagogic practices of their 
teachers, the participants still had to adjust and adapt their teachers’ pedagogic 
practices to the type of learners they have and the resources available. SAT3 
extended: “I would say yes, as I said earlier that I was inspired by the teachers and 
the way they taught in class. So, yes I use the same method but of course we adapt a 
little and bring in a little bit of your own method”. SBT3 mentioned that apart from the 
pedagogic methodologies he learnt at university, the only teaching practices he knew 
were those of his teachers: “Yes it does, hugely, it does hugely. In the sense that going 
back to where I attended, I would say I don’t know any better; besides me going to 
school [university] and learning those methodologies”. As noted in Chapter Two, 
university teacher programmes increase cultural capital and expand pedagogical 
habitus (Velez, 1994).   
On a lesser degree, SBT4 was the only teacher to state he does not believe that he 
should emulate how his teachers taught, since there has been a lot of structural 
change between now and when he was at school.   
Okay, according to the way I see and view things, I don’t believe that I should 
follow how teaching was taught to me by my previous teachers from primary 
because there’s been a great improvement in teaching and learning material. 
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So I cannot say I have been inspired or motivated by that of my past grades 
so this means that the teaching philosophy and practices in the present times 
should change. 
The participants’ teachers also influenced the classroom practices that teachers 
deploy, for instance, their teachers’ classroom practices were authoritative with an 
element of teacher centeredness and in some instances deployed corporal 
punishment. SBT3 highlighted: 
 My teachers did impact on my teaching because there were teachers who we 
would just laugh when they were in class. Since you mentioned authoritative, 
yes, I think I am that type of a teacher because when I am in class my learners 
do keep quiet. Believe me they do not make noise, but not that I am abusive 
in the sense of corporal punishment. 
 In addition, SBT1 and SBT3 respectively said: 
My teachers made sure they explain what is expected of me and that is exactly 
what I am doing here; every time I go to class I make kids understand what I 
expect from them so that they do not do whatever is. In whatever I give, I’d 
say this is the line everybody has to cross. Another thing, I supervise and 
monitor that my learners are engaged to ensure that each child is working and 
this is what my teachers used to do and this is now more important compared 
to when I was at school because kids today have technology exposure in 
terms of phones, tablets. So chances are that you may not achieve what you 
want because these kids may be busy with something irrelevant to the lesson. 
Besides individuals [teachers] that were strict, I don’t know whether they were 
aided by corporal punishment, but there were those individuals that were 
strict, so you can take away their discipline and their ability to maintain order, 
but when it comes to pedagogy… there is nothing that I can take away. 
Furthermore, the poor pedagogic practices at SBT3’s secondary school created a 
sense of responsibility in him to improve pedagogic practices: 
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I don’t want the same injustice to be done to learners, what I went through, so 
it does hugely because I know what is it like not to be given attention as a 
learner, to fend for yourself, to teach yourself content and I don’t think it is fair 
to a learner to go through that. So, it does influence the way I teach in a 
positive way. Since I said that one is bad, I try to correct those mistakes in my 
teaching. 
Ensor (1999) explains the above findings to be a consequence of South African 
teacher colleges that served teachers from working-class backgrounds. The colleges 
orientated teachers to fundamental pedagogics, subsequently creating authoritative 
pedagogic habitus. The subsequent pedagogic habitus is devoid of critical thinking, 
and learner centred strategies. It creates a view of learners as unruly and delinquent; 
therefore, the authority of the teacher should prevail unchallenged. The teachers’ 
habitus does not adapt to accommodate learners and instead, the learners’ habitus 
has to negotiate with the field (school) and the teachers’ habitus. Woollen and Otto 
(2013) state that teachers negate the intricacies of learners’ habitus. These findings 
are indicative of a lack of mechanisms to disrupt the status quo. Teachers’ pedagogic 
habitus is not forced to stretch beyond the realms of their class situations. In essence, 
social forces such as class and race keep the orientation to knowledge at middle-class 
and working-class schools parallel. Therefore, this demonstrates how schools have a 
reproductive effect through teachers’ pedagogic practices.  
4.2.3.2 Sub-theme 3b: The influence of the school cultural capital and 
colleagues’ cultural capital on pedagogic practices 
The school environment where the teachers work has a greater influence compared 
to the influence of their teachers. All the teachers agreed that the teaching philosophy 
of the school and teaching practices at the school they work at affects their teaching 
practices. Since the school they work at is where they are currently practicing, the 
environment has an immediate impact on their teaching practices, as seen with SBT2 
stating: “The environment has a reciprocal relationship, I have an impact on it and it 
has an impact on me”. Moreover, the experience of their colleagues and their teaching 
modalities create accepted benchmark practices in the school. Similarly, SBT3 said: 
“I don’t know any better way to deal with learners. And also my colleagues do inform 
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the way I teach because I might have a way and you find the majority is going the 
other way then I am most likely to join them.” 
Since SBT2 and SBT4 worked at other schools before working at school B, they both 
have an account of school practices and teaching practices of two different schools as 
qualified teachers, and also as learners. For SBT2, the first school was also a working-
class school similar to school B; however, the first school had a poor working culture, 
which compromised teaching and learning.  
Honestly, the cultures of the two schools are different because ideologies 
differ a lot. The attitude of teachers at the school I used to work at is different 
to the current school. I have never seen a teacher being chased to class this 
side unlike there, where a teacher would be going to the toilet immediately 
when they are supposed to be in class, they never go to toilets before class. 
Unlike this side where they practice different methods which makes the school 
prosper. 
For SBT4, the previous school is a higher class compared to school B; he reiterated 
that the pedagogic practices are different and superior to the pedagogic practices at 
the schools he attended and at school B. To add, Sub-theme 1a reported that SBT4 
attributed the different pedagogic practices between township schools and middle-
class schools to the management of the school.  
Yes ... a great difference, for example, how I used to understand the content 
is different from how I understand it now and the skills that I used to manage 
the classroom are different from those that I had initially. So, from my previous 
school I gained a lot of experience or techniques on how to manage and I 
have bettered my teaching.  
Therefore, a middle-class school environment had a great impact on SBT4’s 
pedagogic practices compared to a working-class school. 
The findings of Cui (2017) support the above findings that teachers construct 
pedagogic practices to align with the cultural capital of the field. As seen from the 
findings, the experience teachers accumulated over the years through teaching and 
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interacting with experienced teachers, parents, and learners helped improve their 
pedagogic practices. The experienced teachers helped them to settle, to learn how to 
deal with cultural differences, and to make better judgements as they now knew what 
worked and what did not. SAT1 mentioned:  “I feel, yes, because you have more 
experience and become more relaxed, you grow up, I feel that you change every year 
that you teach and learn from other teachers how to deal with the cultural differences, 
they types of children, type of parents and everything that influence your teaching and 
practice”. When teachers begin teaching, their habitus negotiate tensions with the field 
by developing an inextricable link with the cultural capital of the field (Dwyer, 2015) in 
order to make the field favourable (Velez, 2004). Where the tensions persist, field 
agents (experienced teachers) intervene (Ritchie & Wilson, 2000). 
4.2.3.3 Sub-theme 3c: The impact of school parents’ cultural capital on 
pedagogical habitus   
From the study, it emerged that the cultural capital of parents at the school affect 
teachers’ pedagogic habitus and practices. The parents at SAT2’s previous school 
could not help the children with homework. According, to SAT2, it was because the 
parents do not speak English at home. Another reason could be that the parents could 
afford to pay the school fees but did not have strong educational backgrounds. SAT2 
iterated: “No, they cannot do things like that [homework] because you talk to the 
parents and you tell them please you cannot put your child in a English school if you 
do not speak English, if only the mother or the father can do it but no”.  
Therefore, SAT2 taught English more than she taught other subjects such as 
mathematics and life skills. “Yes, at the end you teach them English because they 
come from different backgrounds and they speak all kinds of languages except the 
language of teaching and learning (English)”.  
SAT3 added by stating that, “at the school where I was as well, English was not their 
mother tongue; each of the learners had a different mother tongue and some of them 
while you were teaching they would just look at you as T2 said, so it makes it difficult”. 
However, at SAT3’s former school some of the parents were able to help their children 
while other parents struggled. 
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I must say at my school the parents were really supportive with their children, 
they really tried their best and they would write me letters in the small 
communication book we had where they communicated with me a lot but 
some of the parents did not know how to help their children. 
SAT2 worked at a lower middle-class school while SAT3 worked at an upper middle-
class school. Although both the teachers experienced comparable challenges, the 
lower middle-class school had more challenges compared to the upper middle-class 
school. The parents’ lack of adequate cultural capital i.e. education and language 
proficiency, exacerbated the challenges experienced by SAT2 and SAT3. Therefore, 
the teachers had to restructure their pedagogic practices beyond their scope of focus.  
Similarly, with SBT3, the parents’ cultural capital caused the teachers to become 
thoughtful of their teaching practices.  
I’ll make a particular example – we had a general parents’ meeting at my 
school; parents were given a chance to ask questions and a high number of 
parents did ask questions – I won’t say the questions – the meeting was on a 
Saturday. On Tuesday, we had a staff briefing and the principal briefed the 
staff on the parents’ meeting which was held. And, at the end of the briefing 
he gave teachers a firm warning to say we [teachers] must change the way 
we do things because from the meeting I observed we are dealing with 
learners whose parents are educated, they are skilled and we know they are 
informed. So, what I can take away from that is that the practice needs to 
change depending on the class in which you are dealing with. So, for my 
school since we are dealing with mixed classes, we don’t know whether it is 
lower or upper, we tend to be more efficient, more accountable and more 
professional. So, the class does determine the classroom practices we 
employ. 
On the other end, parents’ cultural capital at outdoor school events hinder pedagogic 
practices when it encounters other class modalities. In the study, the teacher from the 
upper middle-class school felt their pedagogic habitus is constrained by middle-class 
and upper-class parents during sports days when children from different schools 
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compete at the same fields. In fear of parent reproof, the teachers cannot efficiently 
engage learners from lower class schools. SAT2 said: 
What happened to me when I went to my new school in my first year, I went 
on mini sports day and children from my previous school remembered me and 
ran to hug me. But I think the Afrikaans parents did not like it because they 
sometimes think if you are English speaking from another culture you are 
maybe dirty or what, it sounds silly. But I hugged all the children and I handled 
them the same because to me a child is a child. 
The findings demonstrate the impact of class clashes between the learners parents’ 
cultural capital and the teachers’ class pedagogic habitus. It is evident that habitus 
makes more sense circumscribed within a field (Velez, 2004). As noted in the literature 
review, teachers misconstrue the discord in social experiences with working-class 
learners, to be academic incompetence. The findings also show that class in education 
is a collection of ideological features such as language, race, space, and background 
and all these features circumscribe class in pedagogical practices. Subsequently, the 
field pedagogic practices alienate misfits’ habitus (Shim, 2014). The findings also show 
that despite both the working- and middle-class parents having an interest in their 
children’s education, the working-class child rearing practices are out of synch with 
the institutional cultural capital of schools (Reay, 2001). The findings suggest that the 
middle-class parents have an extended impact on pedagogical practices compared to 
working-class parents. This further suggests that teachers proffer higher expectations 
for middle-class learners and lower expectations for working-class learners. As with 
Dumais (2006), teachers’ perceptions of learners’ class backgrounds inform the 
standard of their pedagogic practices with a subsequent societally stratifying 
reproductive effect as corroborated by various scholars (Diamond et al., 2004; Dwyer, 
2015; Oliver & Kettley, 2010; Rosenthal & Jacobson, 1968).    
4.2.4 Theme 4: The advantages and disadvantages of teachers’ class 
backgrounds on pedagogy 
From the study, teachers’ class backgrounds go both ways – they enhance and hinder 
their pedagogic practices. The teachers’ class backgrounds impact on pedagogic 
practices in both scenarios where there is a mismatch between teachers’ class 
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backgrounds and the school class modalities, and when the teachers’ class 
backgrounds match the school class modalities. 
4.2.4.1 Sub-theme 4a: Teachers’ class habitus enhance pedagogic practices 
All the teachers said there is no class difference between them and their learners, 
therefore, they do not experience pedagogic class gaps in their classrooms. SAT1 
said, “No I don’t think so because the culture that I have and the children have is the 
same so I don’t feel that there is a gap when am teaching because it is exactly the 
same. To add, SAT2 said: “I feel the same we don’t have a gap because I am teaching 
in my mother tongue in the school and the children with the same culture and class 
and all those things”. SBT3 echoed similar sentiments: No there isn’t. I think I relate 
well with those learners. Some of the things they do, I also do them culturally. Their 
way of doing things is not different from the way I am doing things and the way I did 
things before”.  As illustrated in the literature review, when individuals’ habitus matches 
the field, it is like “a fish in water”; the habitus cannot detect its boundaries (Bourdieu 
& Wacquant, 1992). 
The participants indicated that when they plan lessons, they consider the learners’ 
backgrounds and the cognitive outcomes. SAT3 explained: “I think of the background 
and the practical way of things because of all the children in your classroom, for 
example, it will be children that did not do something and children that did everything 
so sometimes it is more background based than cognitive because I must develop 
their cognitive”. When the participants’ habitus match the learners’ class situation, it 
enhances their pedagogic practices for the reasons that it allows the teachers to make 
relatable examples integrating experiences they had in their upbringing. 
Interviewer: Would you say that sometimes when you give examples in the classroom 
you definitely know that, when I give an example about this ... most likely 70 to 90% 






The class background of SAT1 and SAT3 enhances their pedagogic practices since 
they attended schools that mainly taught in Afrikaans and English. Hence, they have 
a wider repository of pedagogic practices suitable for schools of different class 
modalities. “If you going to put me in a classroom with English and Afrikaans learners, 
I will be able to teach both of them, I think it prepared me for that”. Attending schools 
that used the language used at school A, benefits their pedagogic habitus because 
they have wider pedagogic grammar in both languages of teaching and learning. “I 
studied from this school and the standard of the teachers was great and it really 
inspired me to become a great teacher like they were”. The middle-class teachers 
enter school with significantly valued cultural capital, corroborated by the findings of 
Bourne (2015).   
4.2.4.2 Sub-theme 4b: Teachers’ class habitus impede teaching practices  
Teachers’ class does not entirely enhance pedagogic practices; class habitus can 
impede pedagogic practices. For instance, the study shows that where teachers teach 
at schools of a different class modality their class habitus is inadequate in some areas, 
to permit effective teaching practices. For example, SBT4 had varying experiences at 
both schools; at the middle-class school, SBT4 experienced a class gap during 
pedagogic delivery: “There was a class gap there. It was completely different because 
the learners where I was, you could see by their gadgets that they are from a very 
stable background to an extent that as a teacher I would just unpack the lesson. I don’t 
speak to the class that I am teaching”. SBT4 further indicated that his schooling was 
inadequate to be turned into teaching practices at the middle-class school: 
I would say no, because having to know that you are coming from a 
background that is completely different from the one you are working in. In 
terms of class and ranking, it became impossible for me to implement what I 
had learned from my high school days and primary at that school because of 
class and the way they teach their learners. In other words, what I learnt from 
my previous school was completely lower in terms of standards to what was 
offered by the previous institution. 
An interesting observation from the study is that the dominance of a single class group 
at a school does not only enhance pedagogic practices to some degree, it hinders 
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pedagogic practices. Teachers do not develop and deploy pedagogic strategies that 
target issues of class.  
 
SBT4 explicated at length, the effects of having class homogeneity at school: 
Well in most of the classes that I taught, 80% to 90% of the learners that I 
taught are from a high class, so you’d find that I’d be teaching a class whose 
parents are affording. So, addressing class or cultural differences was not a 
major issue because most of the learners within the class were from 
established backgrounds. So, the only person in the class who was from a 
poor background was me as a teacher. There were instances where you’d 
find that the learners had a better understanding due to their backgrounds but 
I’ve learned not to dispute what they were telling me in terms of their 
experiences. I would allow them to debate in class, based on what one was 
saying due to their experience and when most agree with what one is saying 
I would tell myself that I should adopt what they are saying because they have 
learned it or their parents could possibly provide for them. So, in such 
instances I have learned not to dispute what the learner is saying because it 
would be based on their experiences – financial stability of their parent. But 
it’s very difficult to teach in such environments because the background of the 
teacher is completely different to that of the learners. This requires that a 
teacher finds more information, reads from another source in order to support 
yourself whenever you come across such things. So it’s very difficult because 
even the learners can see that you’re from a lower class; for example, the first 
time that I went to that particular institution I was from university and had no 
money, when I got there I was using a cell phone that was a completely low 
gadget compared to what the learners were using. The learners could see that 
there was a great difference from me being a teacher to what my class and 
background is.  
Despite this, SBT4 cannot detect class and culture gaps at school B, a working-class 
school. The study shows that working at a school of a higher class does not create a 
86 
 
pedagogic class gap when the teacher transitions to a school of a lower class and to 
a school of the same class as their background. This is because the teachers’ class 
pedagogy closely links to the class realities of the learners. SBT4 conceded: “I think I 
understand the class and level where the learners are coming from though not all the 
learners in the classroom will come from a very low or poor background, but I do 
understand where they are coming from so I tried by all means to be at their level and 
to understand them”,  In contrast with the middle-class school SBT4 stated, “but when 
I observe myself from now and the previous school I think I do relate to the learners 
currently where I am because the school is a township”. 
From the study, teachers working at schools of a different class struggle at first before 
they get things right. SAT2, SAT3 and SBT4 worked at schools of a different class 
modality before working at school A and school B, respectively. They all experienced 
pedagogic class gaps between them and the learners. SAT3 indicated that, despite 
the previous school being upper middle-class, she experienced a culture gap in the 
form of strange learner behaviour in the classroom. Consequently, it hindered her 
teaching practices. Additionally, the language used at the school posed a few 
challenges since she is Afrikaans. Another factor that contributed was the lack of 
Christian religious practices at the school: 
I would say yes, especially with the discipline because it was very difficult. The 
discipline system was not the same as the current school. That made it difficult 
to teach as well, because it was always noisy, and I don’t have a loud voice. 
It always felt like I had to scream all the time and that is not how a class should 
be. As well as the language, as well, it was not Afrikaans my mother tongue 
so it was a little bit of a challenge, but I think I would have been able to continue 
with it if the discipline was okay. 
To add, when SAT3 began teaching at the previous school it was difficult to engage 
with teachers and learners from lower classes because of variances in mannerisms 
on certain aspects of life. However, the longer she stayed in teaching the more 
compassionate she became and started being inclusive. SAT3 said:  
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I will be honest very… very… honest, in the beginning it was very difficult for 
me to interact with the poor kids in the same way with upper class kids. It was 
very difficult because some of the hygiene won’t be the same, because I am 
not a contact person if they would come give me a hug or they would stand 
too close. I really did not enjoy that. But when I grew up, when I realised what 
life is about and what teaching is about and the difference that you make in 
different learners lives, then you start treating everyone the same and you love 
everyone as much as the lower class and the upper classes. So it did have an 
influence at the beginning but now it does not. ... Can I just say it comes with 
experience, like I earlier mentioned that at the beginning it was difficult for me 
to just hug a child and share a mug with teachers but now it is very easy for 
me because the more passionate you become with teaching the more the 
child interacts in your lessons. 
 4.2.4.3 Sub-theme 4c: A deficit pedagogic habitus  
The class background of teachers together with the type of schooling they received 
created a deficit pedagogic habitus. The working-class teachers did not have 
educational visits to specialist sites such as museums, zoos, and alike places in their 
upbringing and schooling. Similarly, the working-class teachers at school B do not 
integrate educational visits to specialist sites in their pedagogic practices.  SBT3 
stated:  “So, never went to museums, we never went to zoos”. Similarly, SBT1 said: 
“We could not afford going to museums and places alike therefore we did not go”. 
Conversely, middle-class teachers at school A visited multiple specialist sites in their 
upbringing and they incorporate that in their pedagogic practices.  Similarly in Haodley 
and Ensor (2009:884), “in the middle-class context, the emphasis was on the 
knowledge dimensions of the students’ schooling experience, subject knowledge was 
more strongly classified and, in the teacher-student relation, the teacher prioritised the 
learner and his/her cognitive development”. 
SBT4’s upbringing and schooling did not incorporate technology and visiting specialist 
sites. SBT4 also does not take learners to these specialist sites. However, SBT4 
reported he uses the technology available at school to bring an outdoor learning 
experience to the classroom because working-class learners’ class situations, 
together with the deficit pedagogic habitus, hinder outdoor pedagogic practices. SBT4 
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said: “So if we say we’re going to take learners for excursions time and again, this will 
mean that we’re going to be disadvantaging other learners who are from poor 
backgrounds”. 
The above findings, echoes the work of (Bourdieu, 1977), whom in his terms, the 
working class both historically and currently are discursively constituted as an 
unknowing, uncritical, tasteless population from which the middle classes draw their 
distinctions (Reay, 2001). For this reason, working-class modalities in education 
occupy a problematic and deficit position. By their very nature, they have little to offer 
in the education system, wherein their subjectivities do not match modern curriculum 
dispositions. Therefore, they inscribe failure rather than academic success. Thus, the 
teaching practices of teachers from school B fall short of the teaching practices of 
teachers at school A and curriculum expectations. Therefore, teaching practices 
cannot be taken in isolation of the historic nature of the education system, which is 
designed to serve and award patronage to middle-class interests (Reay, 2001). A 
deficit pedagogical orientation cannot be unrelated to the social class of teachers, 
rather, class remains a strong indicator of academic success and good classroom 
practices.  
4.2.4.4 Theme 4c: The impact of teachers’ class mobility on pedagogic 
practices  
Additionally, teaching remuneration brings social class mobility to teachers’ lives; it 
makes it possible for teachers to acquire class modalities of higher-class groups. In 
return, it permits teachers to adapt wherein some learners occupy higher class 
backgrounds compared to their peers in the classroom. SAT2 stated: “Yes there is 
some upper class or so, but I don’t find it difficult to adapt to the children or something 
like that”. Likewise, SBT4 explained: 
There’s no great difference in terms of class between me and the learners. 
Well this can be a two-way thing because other learners come from better 
backgrounds and others from a poor background. But, me coming from a poor 
background makes me able to fit on both sides, to fit to the lower class, it 
makes me able to listen to them and speak to the lower class and the middle 
class in the learning environment.  
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For SBT4, class mobility was more effective at a working-class school than middle-
class school. 
At school B, the matter of social class mobility presented an element of uncertainty. 
Teachers from working-class backgrounds identify with working-class modalities while 
inconsistently approving and denying the middle-class modalities that come with social 
class mobility. The findings corroborate Hoadly and Ensor (2009), where the working 
class teachers’ material and social conditions point to an ambivalence in social class 
location. For instance, SBT3 stated that social class mobility creates a class pedagogic 
gap:  
Yah … it would. In a sense that, if you categorise teachers as middle class 
they treat their children as middle class, right? They take them to middle-class 
school and they [teachers] experience the type of treatment that their children 
get there and that’s the new reality for them, so there will be a culture shock 
to say. If learners behave in a certain way and you know very well that your 
child could not behave in that manner, so you tend to notice the difference 
because consciously you have uploaded yourself to the middle class and you 
carry yourself in that manner. Not that you wouldn’t be aware of the behaviour 
or culture the learners are portraying but you would expect them to do better 
because you know better now.  
SBT4 shared similar sentiments that link with those of SBT1 and SBT3, stating: 
Yes, teachers that have been in the field for a very long time have shifted from 
the reality that they come from the same background as the learners. Now it 
depends on the particular teacher, if the teacher wants to shift from the reality, 
we are then going to have a class difference between the teacher and the 
learners, and this will possibly lead to the teacher not understanding the 
learner. For example, we have COVID-19 now and we have assignments and 
research to be done so if a teacher needs their work to be done because they 
never have any data and when the due date comes the teacher expects the 
learner to submit but then the learner has no data to do their work. The teacher 
won’t be able to understand where the learner is coming from. 
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4.2.5 Theme 5: Class based pedagogic strategies   
The study revealed that teachers, schools, and the department of education have 
strategies targeting class disparities, yet some of these strategies do not focus on 
transforming the teachers’ pedagogical habitus. For instance, the study revealed that 
there are professional development programmes and class-based school practices 
but they both do not significantly disrupt the influence of teachers’ habitus into 
pedagogic practices.     
4.2.5.1 Sub-theme 5a: Adapting modern learner centred pedagogic practice 
The participants develop their teaching methods with leaners in mind; for example, 
attention on learner behaviour, developing a sustainable bond with the learners, the 
presence of teaching and learning resources – particularly information and 
communications technology (ICT) teaching and learning resources – and the sense of 
responsibility to change the learners’ lives. SBT3 said: “I think it is me wanting to see 
those learners being better people in the future, that’s what inspires my philosophy, 
because I go all out for them”.  
SBT4 mentioned: “Technology has brought new ways of unpacking the lessons and 
content for the present generation”. Similarly, technology informs SAT3’s adaptation: 
“I would say its technology, in your class you can bring in a bit of technology but the 
teachers that taught us would only use books. Where I am a visual person, teaching 
mathematics it would make it much more interesting to bring a video and bring it into 
the subject and my personality”.  Likewise, SBT4 explicated: 
I have to try by all means to meet the standard of the learners using the 
technological devices that are at hand. It also goes with the generation that 
we are teaching presently because they are more exposed to technology, so 
whilst the aim is to reach them, you must reach them using the technological 
devices like the tablets, they enjoy viewing the materials rather than reading 
the books. So, the philosophy is going to vary from my primary days and 
present times. It is made easier, so I need to adhere and reach the learners 
even with what they love the most since what they love the most was not the 
same in the previous generation. 
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4.2.5.2 Sub-theme 5b: Class-based school practices 
The participants at school B stated that the school has school practices that aim at 
bringing uniformity in the school. SBT3 said: “So for my school since we are dealing 
with mixed classes, we don’t know whether it is lower or upper, we tend to be more 
efficient, more accountable and more professional”.  
The school practices narrow the class gap between the learners in the classroom and 
outside the classroom. One of the school’s efforts is to encourage teachers to 
discourage discrimination by promoting wearing of the school uniform. SBT1 said, 
“Good practice involves, in terms of class, that each learner is given due respect and 
to address issues of class I ensure to preach issues of uniform so there can be equality 
seen – otherwise other learners are left out. In terms of culture, I discourage 
discrimination in favour of a culture that accommodates all differences”.  
Also, the school has structures in place to help manage learner behaviour, including 
issues of class. The participants indicated that they integrate technology in their 
pedagogic practices in an effort to narrow class gaps i.e. they use smartboards and 
overhead projectors to show pictures and create holistic learning experiences. 
Furthermore, they integrated a teaching trait of explaining concepts in detail. SBT3 
said: 
When it comes to culture, I think we have to explain new concepts to people, 
we cannot assume that they understand and that’s the thing with educators. 
Education is cultural, and if you are not of a certain culture you cannot 
understand. For example in mathematics, there is this question probability, 
relating to playing cards. The symbols they call them using their cultural terms 
for the symbols, but here when you say to a kid you have a ‘club’, they don’t 
know what a club is they only know spade right or king or queen of hearts. 
They don’t know it and it is not that they don’t have a concept for it, they know 
it, but they know it in terms of their culture. So some concepts you need to 
break them down and relate to their culture before you can ask questions. 
At school A the teachers, inter alia, have developed practices that help identify and 
protect learners who come from families that are economically struggling. SAT2 said: 
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 At our school we have parents who make lunch for children who cannot afford 
lunch, they do it quietly and even these children know the children receiving 
the lunch and they don’t judge because the teachers don’t judge, the children 
get that from the teachers. Rather help that child and even when we go on 
tours we always help, and all the children go. If you can’t pay nobody is going 
to know who is that child who can’t pay, only me as the teacher will know and 
I will make sure that child is able to go. 
The finding suggests that teachers generally believe that they serve more than one 
class group, hence they have developed a collective teaching approach that 
addresses class differences by treating everyone the same. In other words, teaching 
practices are not designed by addressing learners of different class backgrounds 
differently to get them to achieve and participate equally, instead their teaching 
practices treat everyone the same despite some coming from different class 
backgrounds. 
4.2.5.3 Sub-theme 5c: Professional development programmes  
Teachers also acknowledged the impact of workshops on their teaching practices. 
SBT1 said: “I would not say there is a big change between when I started and now, it 
is just the experience makes me become much more effective and some of the 
workshops which expose us to different strategies which can pair to the ones we have 
been using across the years”. They reported that the teaching experience, the staff 
workshops, and engaging with other teachers helped them expand their teaching 
practices as seen with T2 saying: “These workshops and experienced teachers you 
learn a lot from them and then you take some of their elements to integrate in your 
practices”. 
T3 indicated that it is difficult to adjust to the different learning abilities of learners and 
develop teaching strategies based on the unique characters of learners. According to 
T3, teaching strategies do not happen in isolation, there are department policies that 
narrow teaching practices, such as syllabus completion, over effective and meaningful 
teaching practices. Yet again, teachers find it hard to change their teaching strategies 
that they have been using for years. SBT3 said: 
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For me the way I teach these kids, most if not all the strategies that are good 
and teachers are practicing in the classrooms they are not an island, they are 
informed by the policies and one policy is the work schedule that paces your 
teaching. If I come up with a strategy that is not in line with that policy or the 
work schedule, then I’ll be in trouble. Which makes it hard for me to adjust to 
different classes as they come or try to accommodate everyone, because I 
will be left behind. So if one class is not competent as the other class, I will be 
able to identify that but to accommodate them 100% or to develop a new 
strategy for them means I will be left behind with my teaching pace. That’s 
why most teachers neglect to … they find a strategy that works and apply it to 
everyone, apply so it is a one fit all situation. If I find a strategy that works for 
class A then it must work for class B if it worked for class A and I was able to 
finish my syllabus at a prescribed time, I won’t try to find or to accommodate 
the next class. 
SBT3 stated that some of the things that were not in their reach when they were still 
at school are accessible today to most if not all learners, for instance, cinemas. When 
he asked about cinemas, all his learners said they have been to a cinema before. 
However, the same example would not work when they were still at school. Despite 
acquisition of some class materials, there remains other class objects that can only be 
understood from a certain context. 
4.3 Conclusion  
This chapter contained the findings and discussions from the data gathered from the 
focus group interviews concerned with investigating the influence of teachers’ class 
backgrounds on pedagogic practice. This was done through thematic analysis of 
themes and sub-themes that emerged from the data set. From the study it was found 
that the participants were mainly positive and ambivalent on the role of class on their 
pedagogic practices. The study revealed that the class upbringing of teachers which 
included schooling, shaped their habitus and influences their pedagogical practices. 
The study further found that in education there are various nuanced forms of class that 
impact (enhance and impede) on teachers’ pedagogical practices i.e. language 
proficiency, race, school practices as social class, and teaching and learning 
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resources. The study also found that class upbringing of teachers determines their 
class trajectories in terms of selection of school of employment. Despite class mobility, 
teachers opt to work at schools of similar class modality as the ones they schooled at 
and as a result, class habitus limits class integration at schools. This chapter also 
found that the schools have existing strategies that target class inequalities among 
learners, however, the strategies are not integrated in a planned form in pedagogic 
practices.  
The next chapter will document limitations of the study, recommendations, and 




































This chapter serves to conclude this study which investigated the influence of 
teachers’ social class backgrounds on pedagogic practices. In this chapter, the 
summary of findings is elaborated on and interpreted using the research questions as 
a guideline, additionally, the chapter indicates the limitations of the study. The chapter 
further discusses the implications of the study for further research and offers 
recommendations for future research before giving the conclusion and the final 
summary of the study.  
5.2 Summary of Findings 
The aim of the study was to investigate the influence of teachers’ social class 
background on their pedagogic practices. Primarily, the study questioned the impact 
of teachers’ class background on classroom pedagogic practices. To achieve the 
answer to the primary question, the study asked the following research questions:   
 How does class background enhance teachers’ classroom pedagogic 
practices? 
 How does class background impede teachers’ classroom pedagogic practices? 
 In which ways do teachers’ class background contribute to differences in 
academic attainments? 
 What strategies can be implemented to ensure good classroom practices? 
 How do teachers’ pedagogic practices contribute to the reproduction of class 
disparities? 
 
To answer these questions, the study deployed Bourdieu’s theory of reproduction as 
a starting point for analysing the processes through which class structures reproduce 
through teachers’ pedagogic practices. This is due to Bourdieu’s concepts of cultural 
capital, habitus, and field, which work in tandem to show the trail of class privileges 
and misfortunes in societal practices. The follow-up step for analysis was adopting a 
case study method using teachers from two schools as research sites.  
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Against that backdrop, this section serves the purpose to give a brief overview on the 
summary of findings and their relation to the literature. It is important to state that, 
based on the scope and aim of the study, the findings are generally compatible with 
the findings in the literature review and they relate with Bourdieu’s theory of 
reproduction. The summary of findings from the literature and the study is arranged 
according to the chronology of research sub-questions (SQ). 
5.2.1 SQ1: How does class background enhance teachers’ classroom 
pedagogic practices? 
As an opening remark, from the study it is clear that teachers understand class as 
practice and can identify the differences class creates between schools in the South 
African education system. Yet, teachers did not always think of the impact of class on 
their teaching practices. In instances where teachers pinpointed class situations that 
impact on teaching and learning, it tended to be structural aspects such as school 
resources (objectified class) and the fortunes and misfortunes of the learners. 
Teachers have to be prompted in order to reflect on the impact of their class 
backgrounds on their teaching practices. When prompted, teachers identified 
language proficiency, access to technology, and racial privilege as class. They, 
however, did not comprehend the nuanced positional effects of class backgrounds in 
teaching practices. 
Against this background, the study findings indicate that class background of both the 
teachers and the learners enhance classroom pedagogic practices. It takes form 
through a triad relationship between the individuals’ (teachers and learners) embodied 
habitus and the institutional class which is the class modality of the school. To explain 
further, class backgrounds of teachers from both working and middle to upper class, 
enhance classroom pedagogic practices, particularly when there is a class match 
between the teacher, learner, and the school (class triad). Yet, some class 
backgrounds are more impactful compared to others. To put it in context, the study 
revealed that teachers from middle- and upper-class backgrounds have a pedagogical 
habitus with durable dispositions obtained from their schooling that enhance their 
pedagogical practices compared to teachers from working-class backgrounds.  
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5.2.2 SQ2: How does class background impede teachers’ classroom 
pedagogic practices? 
The results of the study are in line with the findings of Feldman (2016), Sotiropoulou 
(2014) and Reay, Crozier and Clayton (2009) who indicate that habitus presents itself 
as reality, therefore, it is invisible and difficult to detect. Consequently, teachers think 
that their teaching practices are culturally neutral, and they cannot detect a class gap 
when the school and the learner’s class do not match. Therefore, teachers do not 
reflect on the impact of their pedagogic practices, for instance, their judgement and 
assessment philosophy reinforce reproductive messages (Shim, 2014). Teachers 
align their pedagogical practices with the schools’ cultural capital that is inclined to 
middle-class groups over working class. Consequently, the pedagogical habitus of 
working-class teachers is devoid of academically centred cultural capital such as 
linguistics that hinder teaching and learning experiences (Farkas, 2017; Lereau, 2015; 
Tzanakis, 2011).  
The study findings indicate that class can impede pedagogic practices since class at 
schools manifest as class profiling, wherein teachers’ class perceptions of learners 
inform their orientation to pedagogic practices. For instance, some of the teachers in 
the study expect learners from working-class backgrounds to underperform compared 
to learners from middle-class backgrounds and upper-class backgrounds. Secondly, 
class backgrounds imbued in teachers’ habitus have an ontological constrain, 
meaning, teachers’ view and understand teaching practices from the prescripts of their 
habitus. Additionally, the structural architecture of South African provinces such as 
Gauteng exacerbates the ontological deficit in teachers’ pedagogy – a consequence 
of the geopolitical premise that aimed at preventing racial integration. It is important to 
highlight that the same premise is responsible for a race defined class system in South 
Africa. Therefore, due to lack of racial and class integration, teachers from both 
working-class backgrounds and middle-class backgrounds find their class situations 
underprepare them for certain pedagogical settings. This eventuality is more evident 
with working-class teachers for the reason that education is a middle-class construct, 
as one of the participants asserted, congruent with Bourdieu’s assertions. Therefore, 
when teachers from working-class backgrounds work at working-class schools, the 
class transition is minimal compared to when they work at schools of higher class, 
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which causes a situation of resocialisation for them. Furthermore, resocialisation does 
not adequately socialise them for middle-class settings, hence the class gap persists.  
5.2.3 SQ3: How do teachers’ class backgrounds contribute to differences in 
academic attainments? 
Despite the study not explicitly exploring this research question, the findings revealed 
minute factors in teachers’ habitus that contribute to the difference in attainments 
between the former Model C schools (middle class) and township schools (working 
class). The participants in the study mentioned that they currently work and prefer 
working at schools of the same class as the schools they attended. Furthermore, 
teachers from their schooling years and their colleagues influence some elements of 
their pedagogic practices. Lastly, the study revealed that teachers from working-class 
backgrounds have a deficit pedagogical habitus while teachers from middle-class 
backgrounds have an applicable pedagogical habitus. Since teachers gravitate to 
environments identical to their educational history, teachers’ habitus preserve and 
reproduce difference in attainments between working-class schools and former Model 
C schools. This is to say that the class backgrounds of teachers do not disrupt the 
existing class gap. Consequently, working-class schools continue to underperform 
compared to middle-class schools. 
Several studies have shown that teachers’ pedagogical habitus and the school fields 
when not challenged, persistently reproduce the knowledge that inform pedagogic 
practices (Blommaert & Makoe, 2011; Cui, 2017; Feldman, 2016). The middle-class 
teachers enter teaching with a pedagogical habitus that is rich with skills, experiences, 
and competencies valued by the education system. In contrast, working-class 
teachers first have to learn the modalities of the valued culture and adjust their 
pedagogical habitus. Yet, they still come up short compared to teachers from middle-
class backgrounds (Bourne, 2015; Hos et al., 2019; Lamont & Lareau, 1988). 
Therefore, the knowledge capital at township schools and former Model C schools 
continue to circumscribe different class trajectories (Blommaert & Makoe, 2011). 
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5.2.4 SQ4: What strategies can be implemented to ensure good classroom 
practices? 
The study revealed that teachers and the department of education are aware of the 
academic differences caused by class in the education system. Hence, the department 
of education and both the schools investigated in this study have developed inclusive 
policies that have an effect on both school and classroom practices. The department 
enacts these policies through training programmes and workshops. While the 
participants indicated that their pedagogical approach involves treating all the learners 
the same, in essence, the participants take class for granted and thus do not 
particularly have class-based pedagogic practices. Moreover, the big classroom sizes, 
stringent policy pronunciations, and “one size fits all” type of inclusive pedagogical 
approaches, among others, make the participants negate the learning challenges 
experienced by some of the learners. 
The literature reviewed clearly indicate that the class-based policies developed in 
England did not disrupt the societal divisions caused by class, for the reasons that the 
enactment took place through workshops without considering the different societal 
contexts (Reay, 2006). Similarly, Mahony and Hextall (2000) state that teachers are 
at times confronted with complex classroom situations that require pedagogical 
methodologies that go beyond practical skills of teaching and content knowledge. 
Thus, some scholars from the literature propose teaching courses to incorporate 
culturally sensitive pedagogy and social class-based pedagogies (Borrero, 2016; 
Dell’Angelo, 2016; Gay, 2010; Ladson-Billings, 1995; 2009; Lewis & Toldson, 2013; 
Olson & Rao, 2016). The work of the aforementioned scholars is backed up by 
scholars such as Cui (2017), Feldman (2016), Dwyer (2015) and Oliver and Kettley 
(2010) who suggest that the best strategies should focus on challenging and 
transforming teachers’ habitus. This should begin as early as in prospective teachers’ 
first year of studying, and it should recur throughout their academic degrees and into 
their teaching careers through professional learning communities. Overall, the 
strategies contained in the literature suggest strategies that help teachers to become 
more self-aware of the realms of their habitus, reflective on the interaction of various 
fields and their role in pedagogic practices so they can disrupt the cycle.   
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5.3 Contributions of the Study  
The literature on social class, particularly that which uses Bourdieu’s work, largely 
focuses on the academic challenges experienced by learners from working-class 
backgrounds, the class orientation of the school, the contributions of parents’ social 
class on attainment gaps, and the role of policy development in the reproduction of 
class disparities in education. This study adds to the literature a demonstration of other 
forms that perpetuate societal inequalities in the classroom. It specifically shows the 
role of teachers’ class background in the reproduction of class disparities between 
working-class and middle-class schools. The study demonstrates the link between 
learner attainments and teachers’ class background. It also provides pedagogic 
strategies necessary to develop teaching and learning practices that are cognisant of 
broader societal inequalities. Additionally, the study shows that teachers should 
develop reflexivity to question the taken-for-granted perceptions of class, which have 
the potential to maintain and reproduce societal class hierarchies. Furthermore, the 
study confirms what previous studies reported. Studies that use Bourdieu have mainly 
studied children and seldom use Bourdieu to study adults. This study legitimises the 
use of Bourdieu’s theory of reproduction to effectively map the transcendence of 
inequalities through adults’ (teachers) social class. In this study, there were similar 
mannerisms and order of events, like in other studies elsewhere. Lastly, the findings 
can inform similar studies in related environments.   
5.4 Limitations of the Study  
The limitations of the study are those characteristics of design or methodology that 
influenced the interpretation of the findings of the study (James & Murnan, 2004). The 
review of findings presented in the previous chapter and the overall study led to 
discovery of limitations as stated below:  
 The first limitation of the study was caused by the untimely occurrence of the 
COVID-19 pandemic and the strict regulations that followed. The data collection 
instruments had to be changed and restructured due to the coronavirus and the 
regulations imposed by the government to curb the spread of the virus. The 
initial data collection instruments were focus group interviews, classroom 
observations, and document analysis (lesson plan); incidentally, the study only 
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conducted focus group interviews using cell phone conference calls. The 
researcher could not carry on with classroom observations as initially intended, 
since all classes were suspended indefinitely at the time of data collection and 
social gatherings were prohibited. 
 Another limitation of the study was the research site and sample size. The study 
was conducted in one province which is Gauteng province and the sample of 
the study had to fit the type and size of the study (minor dissertation) therefore, 
it was fairly small (seven participant teachers and two schools). Thus, it makes 
it difficult to generalise the findings of the study in other contexts within the 
South African education system. 
 Despite the schools being separated by class and located in different class 
communities – for instance one school was located in a township in Ekurhuleni 
while the other school was located in town in the Mid-Vaal – both schools were 
public schools. Meaning, the influence of teachers’ class backgrounds at 
independent schools in South Africa was not investigated, in turn the results of 
the study are limited to public schools in the South African education system.  
 The study investigated the influence of teachers’ social class backgrounds on 
pedagogic practices; the limitation with this is with the fluidity of the concept 
‘class’ and nuanced heterogeneity in one class group.     
5.5 Recommendations for Future Research  
The objective of this research study was to investigate and understand the influence 
of teachers’ class background on pedagogic practices. As indicated in Chapter One, 
there is little research conducted both locally and internationally on the role of 
teachers’ social class situations in the reproduction of class inequalities and attainment 
gaps. In light of the findings from both the literature review and the study, the following 
recommendations are made: 
 As this study was limited to Gauteng province, further research on the role of 
teachers’ class on pedagogical practices and the reproduction of inequalities, 
should include participants from other provinces in South Africa. This can be 
achieved using separate studies or a single national study in order to provide a 
holistic overview of the nuanced contributions of teachers’ class background on 
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pedagogic practices. The findings of the various studies covering all the 
provinces of South Africa like the study of Hoadly and Ensor (2009) in the 
Western Cape, or a single national study can help with developing context 
specific strategies that can culminate in achieving national uniformity in terms 
of managing the reproductive influence of class in the South African education 
system.  
 The study used a small sample; it is possible that a bigger sample will provide 
different findings compared to the findings of this study. Therefore, further 
research with a bigger sample is necessary in order to assist with 
generalisability of the findings.  
 The study only included participants from a primary school and secondary 
school. Further research should investigate the influence of class background 
on pedagogic practices using participants in pre-schools as referred to in South 
Africa, or kindergarten as referred internationally, like in the studies of Vuorisalo 
Raittla & Rutanen (2018) and Cheadle (2008). 
 This study investigated teachers in public schools; future research should 
include participants from independent schools. This will provide a holistic 
overview of the impact of social class in all educational sectors in South Africa.  
While race and religion were not investigated at length in this study as social 
class or sociocultural influences on pedagogic practices, as noted by SAT 3 
and SBT4,  I have not found a study that has investigated both race and religion 
as social class and the impacts thereof on pedagogic practices. Therefore, 
future research should investigate the influence of class as both race and 
religion on pedagogic practices and reproduction of class disparities.  
 Policy developments should be aimed at curriculum development at both school 
and university levels, since they possess the potential to repair the foundations 
of both institutions which are complacent on maintaining class inequalities. 
 The faculties of education at various universities in the country and the 
Department of Basic Education should provide prospective teachers and in-
service teachers with training focused on issues of class, with an emphasis on 
critical and culturally responsive pedagogical practices that are in line with 
South Africa’s democratic pronunciations.  
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 The participants in the study mentioned pedagogical studies experienced at 
former Model C schools due to the teachers’ and schools’ class not matching 
that of the learner. Further studies should investigate the pedagogical changes 
in former Model C schools caused by the post 1994 political transition in South 
Africa. Future studies should also investigate the impact of class mobility on 
pedagogical practices.  
 From the study, it was evident that there are other factors beyond the access 
to relevant resources which prevent class integration at schools. A study on 
strategies to remove barriers hindering class integration in public schools 
should be conducted. 
 A study should be conducted on the selection processes used by the school 
together with the school governing body (SGB) to appoint teachers.   
5.6 Conclusion 
The purpose of this study was to investigate the influence of teachers’ class 
background on pedagogical practices. The study revealed that teachers from working-
class backgrounds are socialised into a deficit pedagogical habitus while teachers 
from middle-class backgrounds are socialised in a pedagogical habitus rich with 
academic competencies and resources. In both cases, the class background affected 
the pedagogical practices. By considering the findings in both the literature review and 
the findings of the study, it was determined that teachers’ class backgrounds have a 
definite influence on their pedagogical practices. The study suggested 
recommendations for further studies, including investigating the pedagogical changes 
in former Model C schools caused by the post 1994 political transition in South Africa, 
investigating the impact of class mobility on pedagogical practices, and investigating 
strategies to remove barriers hindering class integration in public schools. 
5.7 Final Summary of the Study  
Chapter One presented the background to the study together with the problem 
statement, research aims, research questions, the methodology deployed in the study 
and the structure of the study. The chapter also contained the significance and the 
limitations of the study. The study aimed to examine the nuanced forms in which 
teachers’ social class influences pedagogic practices. 
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Chapter Two presented the theoretical framework of the study which was based on 
Bourdieu’s theory of social reproduction using the concepts of habitus, field, and 
cultural capital. The chapter also contained the literature review on previous studies 
that operationalised Bourdieu’s concepts, teachers’ pedagogical identity, and the role 
of teachers in the reproduction of societal inequalities. The literature review highlighted 
that teachers are socialised into pedagogic practices through schooling and at 
university, in turn, their pedagogic practices are influenced by their socialisation. 
Furthermore, teachers can use their class bias to predetermine the academic abilities 
of learners and as a result, they might favour middle-class learners over working-class 
learners. To change this, there needs to be strategies aimed at transforming the 
habitus of teachers so that they can become reflective and develop socially sensitive 
pedagogic practices. 
Chapter Three discussed the research paradigm, research design, sampling 
techniques, and methodologies used for gathering data. The data collection method 
included focus group interviews comprised of seven participants of whom four 
participants were from a township school and three participants from a former Model 
C school. The study ensured it followed the necessary steps to ensure trustworthiness 
of the study, while deploying ethical methods.  
Chapter Four presented the findings of the study, data analysis, and discussions of 
the data obtained from the interviews conducted with teachers from a working-class  
and a middle-class school. In order to interpret the collected data, a cross-case 
thematic analysis of the participants’ responses from the focus group interviews 
(Appendix E) was deployed, from which five themes emerged. The themes that 
emerged were teachers’ perception of class, the impact of class background on 
teachers’ school choice and learners’ academic attainments, factors that inform 
pedagogic practices, the advantages and disadvantages of teachers’ class 
backgrounds on pedagogy, and pedagogic strategies addressing class disparities. 
In Chapter Five a summary of the findings from the literature review and research 
findings were outlined in the chronology of the research questions as mentioned in 
Chapter One. The chapter also contained the implications of the study for future 
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Appendix C: Interview schedule 
Interview schedule questions  
Class background questions  
1. What is your understanding of the concept of class? 
2. Would you regard your upbringing as upper, middle or lower class? 
2.2. What are the things that informs you that your upbringing was of that 
class group?  
(looking at the music, reading, parents education, provision of tutor, 
language spoken at home, museums, location of residence and zoo’s). 
3. Do you see class and culture raised in as advantageous or disadvantageous in the 
modern world and at work? 
4. What aspects of your upbringing informs your adult life? 
Schools class background questions  
1. Would you regard the schools you attended (primary and secondary school) as 
upper, middle or lower class?  
(looking at the location, the communities it served and the school fees) 
2. What informed your decision to work at this school?  
3. What informs your teaching and learning philosophy or teaching practices? 
a. Would you say both the schools where one attended as a child and 
where they work as a teacher informs their teaching philosophy and 
practices? 
4. Are there cultural and classroom practice differences between the schools you 
went to and the school you work at? 
5. If Yes, what classroom practices or school cultural practices from your 
schooling inform your teaching philosophy and classroom practices? 
(looking for forms of classroom management, language of teaching and 
learning, exposure to museums, cinemas, storytelling, extra-curricular 
activities and parent involvement). 
a. If No, when you started working here did you experience a culture shock. 
(looking at school governance, school rituals and classroom practices) 
b. Between now and when you started teaching are changes in your 
teaching philosophy and classroom practices?  
c. Are there classroom practices and school cultural practices from your 
schooling that informs your teaching philosophy and classroom 
practices? 
6. As you employ your teaching practices, do you normally find the class culture 
gap between you and your learners?   
7. What is your view of good and poor classroom practices? 
a. How do you address issues of class and cultural differences?  
8. Would you say your class status and class background influences your view of 
the world more so, influences your forms of interaction at work and your 
classroom practices? 
a. If Yes, would you say they enhance or impede your classroom practices? 
9. Would you say your current teaching philosophy and practices would be equally 
effective at a school of a different class culture? (for instance at private school, 
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